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PREFACE

It nay have started with our own children in school,

More likely, how-

ever, the ideas here described as an open partnership had their beginnings

in the organizational study of National PTA some years ago

v.’hen

we collabor-

ated with Dr. P.onald Lippitt and Dr, Jean Putman of the University of Michi-

gan in proposing nore collegial arrangements in PTA's hierarchial governance.

Years in legislative activity, in seeking more openness in local school
systems, and in working with educational organizations in various offices,

all served to emphasize personal interaction as a key to the educative pro-

More recently, in the New England Program in Teacher Education, a

cess,

search for schools in which a substantial school-community partnership could
be identified further developed these concepts,

Finally, in watching the

unhappy spread of rivalries in the “house of education" over the past few
years, the efforts of students to be involved in their own education, and of

community people to gain a voice in the education of their children, I have
become convinced that it is imperative for all of us to find better ways of

working together, both for fulfilling the promise we make to boys and girls
and for the survival of reasonable self-governance for public education.
Thus the invitation of Dean Dwight W» Allen to make a doctoral study at
opportune,
the University of Massachusetts at Amherst ofiered a most ».elcome

,

support of his colleagues.
I am deeply indebted to him and to the interest and
T,
Professor David W. Plight, Professor Daniel C. Jordan, and Dr. Donald

North Dakota.
Streets, and also to Dean Vito Perrone of the University of

I

advice, particularly to
am most grateful to many friends for their help and

lor unfailing encourageHEFTS' s director, Dr, Noland Goddu, and to my family

ment.

THE

OPM

PARTNERSHIP:

Collaborative Methods for Effecting Useful Change in Education

(June 1974)

Charlotte Prince Ryan, A.B., Cornell University
Ed. D., University of Massachusetts

Directed by:

Dean Dwight W. Allen

Education is a collaoorative process, but people and organizations in-

volved in schools are frequently engaged in rivalry and sometimes virtual
hostility.

Teachers are typically isolated from one another.

Students have

only recently and in relatively few localities been allowed some voice in
the governance of their own affairs.

Although dissatisfaction with the

schools has grown, many persons who are deeply concerned with education, such
as parents and other citizens, are prevented from participation.

Some have

turned to adversary action to bring about change; numerous individuals within
the schools have also tried to bring about change, to make schools more

responsive to students' needs.
It is proposed here that since education is a highly complicated enter-

prise involving interrelationships among many individuals, significant change
is unlikely without working through these relationships, which necessitates

a collaborative process.

It is therefore proposed to introduce by a variety

of methods collaborative practices in the governance of schools.

Evidence is

offered that governance based on commitment to shared objectives is signifi-

cantly more productive than governance based on efiiciency of direction and
a task orientation.

Further, evidence is offered that the influence of teacher

and
expectations upon student growth and development necessitates a different

more collaborative teacher— student relationship.

To these ends it is proposed that decision-making be shared by all who

are concerned or affected in any instance.

That is, all who are concerned

with or affected by a decision should be typicully involved in the process
which leads to its determination.

Evidence is offered of the benefit to

students who make their own academic choices and join in determining their

own governance.

Evidence is offered of growth in meeting educational ob-

jectives in schools whose teachers, students, parents, administrators, and

others of the total community, according to the area of concern, are in-

volved in educational decisions.

It is proposed that in spite of conven-

tional wisdom school boards and their administrators can 3hare decision-

making without creating difficulties for implementation.

That is, members

of the school community continue to be responsible for their accepted as-

signments, with the difference from present practice that they have been

involved in the development of common goals and plans.
It is proposed that in the community around the school collaborative

initiatives are preferable to adversary action in effectiveness.

The nature

of power is discussed briefly, in that power generates from the controlled,
so that hierarchial power is dependent on the willingness of those who are

directed to accept direction.

Further, equal power can and often does

produce stalemate and require compromise or bargaining, in which some win
and some lose.

On the other hand, collaborative methods used in an "open

wins.
partnership'* can produce a situation in which everybody
is a willingThe first requisite for developing the "open partnership"

the compulsion to
ness to join with others in decision-making, abandoning

control decisions as an individual or a small group.

Essential character-

is tics of the partnership are open member: ;'nip, equal membership, open agenda,

multiple leadership, diligence in seeking solutions acceptable to all.
Skills in communication and interaction are involved; some suggestions are

offered for developing such skills in various groups.
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CHAPTER I

THE MODEL*

PARTNERSHIP IS A WAY OF WORKING

It is a paradox of education that what is essentially a collaborative

process - the process of learning and teaching - is increasingly fraught

with differences and rivalries.

All too commonly these serve to place at

odds people who should be working together, and thus impair the learning

which is their objective.

The present structures of school governance tend

to balance conflicting organizational interests one against another; this,
to such a degree that activities of existing organizations of school boards,

administrators, and teaching staff are inspiring still further adversary

organizations among parents and even students.
Who will deny that the capacity of teachers and administrators to work

together productively facilitates learning?

Yet, with few exceptions, stan-

dard studies of school governance tend to focus on questions of power and
control, with the thesis that decision-making is a perquisite of power or

is a managed outcome of power conflict.

Wherever school governance rests

on this thesis - and observation confirms that the studies are based on
reality - differing interests find themselves directed into some sort of adversary action.

In such situations outcomes are seldom satisfactory to all

participants; some van, some lose.

Moreover, numerous examples may be cited

by any observer of school governance and management in which adversary

action has inhibited deliberation and jud^nent, led to excessive action, and
thus consecutively to reaction and heightened conflict.

On the other hand, power is not fixed in any individual, any group, or
any role.

As McCarty and Ramsey point out, power is not an attribute of any

2

person or group but Is a relatio nsh ip between some person or group with

power and others who accept that power; therefore "power generates from the
controlled."

What the "controlled" have granted, even by acquiescence,

they can also recover.

It is within the purview of any group, however lack-

ing in influence at the moment, to begin a change in the control relationship.

It may be a simple refusal to continue acceptance of a specific con-

trol, as when Rosa Parks stayed in place on an Alabama bus.

It may be a

"slow-down" operation on an assembly line, or the ignoring of a "central of-

fice" directive in a public school.

The corollary is that no leader, auth-

ority, or controller can successfully direct those for whose performance he
is responsible unless the latter accept his direction; the best way to re-

duce the vulnerability of leadership and increase its value is to share

decision-making with those involved and concerned.

This study suggests fur-

ther that those who object to being controlled, or excluded, and would seek
to bring about a shift in power may in most circumstances be better advised
to initiate a collaborative arrangement than to resort to adversary action.

The basic reason for choosing a collaborative course has to do with the
nature of change in a social system.
change, or impose it.

One does not successfully "sell"

It comes about by interaction, in which the change

agent is as much involved in and affected by change as any others.

Studies

of change seem more likely to recognize these complexities than studies of
power.

For instance:

There is no question in our minds as to the need for
change in America’s public schools. For all too long

1

Donald J. McCarty and Charles E. Ramsey, The School Managers, Power and
Corporation,
Conflict in American Public Education , Greenwood Publishing
1971, p. 10.
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the schools have continued to operate under the same
general format, based on one set of assumptions • To
be sure, there have been many who have worked very
har*d to introduce change into the schools; however,
except for a few notable examples, their efforts have
been largely ineffectual* The reason "change agents"
have not been very successful in effecting long-range
change in schools is not because what they were trying to accomplish was of little value or because they
were insincere or gave up too easily, although no
doubt these factors have marked some unsuccessful efforts. We believe a fundamental reason for such failures is that change agents have underestimated the
complexity of the organization they dealt with. Often
they have viewed the problem as mainly that of convincing professionals that some new innovative scheme or
program will result in increased learning for pupils.
Thus these strategies have included demonstrations of
the technique, reporting research results, and conducting in-service sessions. They have assumed that
intelligent, interested educators will accept eagerly
that which is proven to be better. Sometimes, however,
their enthusiasm has blinded then to the complexity of
the task. What they have neglected all too often in
their strategies has been the structure and dynamic
personal interactions, many^times informal, that blunt
the edge of change efforts.
It is the thesis of this study that because education is a collabora-

tive process it is best served by collaborative governance.

In working with

schools and people in the total school community on collaborative projects,

under several programs, it was found that the term "partnership" aptly described what was going on, and that both lay and professional people reacted

warmly to the term.

It is adopted here, therefore, as a means of character-

izing the proposed collaborative governance.

A partnership is not a new kind of power group; indeed, it is quite difof equal
ferent from a power group in that the relationship involved is one
Martin, Arthur herchin,
2 Richard C. Williams, Charles C. Wall, W. Michael

Perspective,
Effecting Organizational Renewal in Schools : A Social Systems
125*
A Charles F. Kettering Foundation Program, McGraw-Hill, 1974, p.
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status*

A partnership is a way of working; it brings together for joint

decision-making both those responsible for and those concerned with a common
enterprise; in this case, the public schools.

It proposes that the actual

responsibilities for the welfare of the schools are broader than the legal
responsibilities, and that the interests of the learner and those serving
the learner are better met by collaboration than by competition or by impo-

sition of solutions.

How does a partnership come about?
saying, in effects

talk about it?"

Any one can begin a partnership by

"We have a common concern and differing views; can we

It may be that the invitation is not accepted immediately

by all who are concerned; thus the partnership begins with those who are

willing and the invitation to all others to join at any time remains open
and warm.
It does not require change in legal responsibilities.

A great many de-

cisions are already delegated by school boards, decisions for which they hold
legal responsibility.

Rather, the partnership principle would provide for

substantive decision-making to be shared on matters of joint concern between
administrators and teachers, or between teachers and students, or among all
to the
of these and the community of which the school is a part, according

question at hand.

The tas* responsibilities of each role 3till apply*

that

is still superintenis, the teacher is still a teacher, the superintendent

dent, and so on.

But each contributes substantively to an assessment of

point of view and
problems and to possible solutions, both from his task

from his individual knowledge and experience.
various ways, applying to
The partnership may be formally organized in
to the whole "school community:"
a segment of the total school operation or

5

not only school board, administration, faculty, and students,
but parents,
taxpayers, and interested citizens.

Or, it can exist in informal relation-

ships among the people of the school community.

The objective in any case

is to involve all who are concerned in finding satisfactory solutions for

common problems.

Among the identifying characteristics are the openness and

trust with which people work together, and the emphasis on contribution to
the partnership objectives.

The concept of governance that is here called partnership or collabor-

ation has been given a great deal more study in relation to industrial management than in education; since such study grew in large part out of successful
industrial experience a reference may be illuminating.

Research inquiring

into industrial management characterized by high productivity found that the

motivation of workers is closely bound into the campatibility of their goals
and the goals of the organization.

If the goals have been imposed, or if

there is conflict between the objectives of the organization and the needs
and interests of the workers, there is a lack of trust and confidence.

If,

on the other hand, the objectives of the organization have been developed out
of the findings, the efforts, the technological growth, or changing conditions experienced by the workers, then there is shown high motivation to

produce at maximum levels.

3

Many, if not most, administrators and school board members, on the other
hand, view the notion of sharing the controls they now hold in school gover-

nance with some misgivings.

It should be made clear that in a school-com-

McGraw-Hill, 1961; Robert R.
3 Rensis Likert, New Patterns of Management ,
Grid , Gulf Publishing
Managerial
The
Mouton,
Blake and Jane Srygley
Company, 1964,
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munity partnership their legal decision-making responsibiliti ea
are unchanged.
Their authority for operating schools is unchanged.

Rather, they share the

fact-finding, the reality— testing, and the onus of their decisions.

They

profit by both the multiplying and the screening of ideas in group thinking.

They profit by the surfacing and the resolving of unsuspected differences.
They are supported in implementation of difficult decisions, and can count

on a more productive implementation because of the wider interest generated
in the leadership process.

The writer proposes that the sound growth of public schools is closely
related to the acceptance by school boards and school administrators of a

more modem management role.

Just as Likert and others have urged upon in-

dustrial management the participatory methods of achieving higher industrial

productivity in a time of economic challenge, so it is important for school
management for the sake of good education to count as assets and colleagues,
rather than employees, clients, and frequent adversaries, those who are involved in the educational enterprise.
To this end research will be cited showing relationships between
evidence of good education and colleagueship within the school community.

Likert reported from interviews with supervisors and managers that people are
less willing than they used to be to accept orders or be left out of deA

ci 3 ions that concern them.

Student unrest, teacher militancy, and the in-

crease in audible parent dissatisfaction in recent years would seem to con-

firm this view.

Whether such feelings are actively shown or not, teachers

education.
and students are directly concerned with the whole process of

4 Ibid., p. 1
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Parents and taxpayers are concerned with various aspects of progress and
accomplishment*

The effectiveness of any school or school system depends

in many ways upon variables in the community that cannot be controlled by
the school , such as competing costs of municipal services, rapid changes in

population, or emotion-producing crises involving school personnel.

All of

these problems can be addressed in fragmentary fashion, and commonly are.
If, on the other hand, people are more broadly involved, not only are more

far-reaching measures made possible, but there are significant additional
benefits.

The partnership which involves all community groups will enlist

support well beyond the particular matters which may be the subject of

partnership discussions, and thus tend to offset unexpected untoward influences*

for human beings respond as positively to being involved in responsi-

bility as they do negatively to being excluded from decision-making.

The

carry-over is that, both within the school and in school-community relations,
the continued sharing of information and exchange of views which is essential
to decision-making creates over a period of time among the people involved a

climate of trust in which they resolve differences more easily and work to-

gether more creatively and productively#

A Partnership Is To Build
A handful of schools in New England have been identified by intent and
by characteristics as "partnership schools."

They are at various stages of

developdevelopment, but illustrate the beneficial effect upon educational

ment of collegial involvement.
where interest in
The beginning can be small, as in one suburban town
teachers than in the
off-campus learning was much greater among parents and

8

administration.

State department of education guidelines offered an oppor-

tunity for an advisory committee with unusual powers of recommendation,

A

small group of parents and teachers requested and, despite administrative

hesitation, were granted permission to create an open-invitation committee
to study the possibilities and develop a proposal.

About ninety students,

administrators, and non-parent citizens, as well as parents and teachers,
joined in broad exploration of community-based curriculum for some seven

months before coming to a firm consensus on recommendations which were approved and implemented.

In the process a variety of new leadership emerged,

teachers, students, and other citizens who had not previously taken such
roles, and a colleagueship was created which spread into other new school-

community activities in the area of working with youth.

During the discus-

sions sometimes sharp differences in educational goals appeared, were explored, and accepted; the group worked through a variety of problems using

the method of policy statements in successive approximations, and concerned

itself to arrive at accommodations only as required by the common purpose.

The resulting “Expanded Curriculum Program" was installed in the high school
and proceeded to thrive under the continuing guidance of the advisory committee.

A number of able students who had felt uncertain of themselves found

new interests in their total program.
ests.

Some identified lasting career intej>-

so.
Some teachers began to work together who had not previously done

better understanding
In addition, community people gained in the process a
school faculty felt the
of the dynamics of school staff situations, many

appreciation of students
value of community alliances, and both gained new
as colleagues.^
5

Expanded Curriculum
Charlotte Ryan, Open Partnership : The Manchester
Education, 1972.
Occupational
Project . New England Resource Center in
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In other instances, school staff who have wished to utilize community
resources in the curricu l um have discovered that success required earning
the colleagueship of community people.

Citizens who are used to traditional

schools are inclined to suspect frequent trips outside as wasting of time
and money*

"They ought to be in school."

In one rural school, for example,

a general lack of interest in reading among their students led a new faculty
to develop a carefully planned curriculum around visits to sites of industry,

commerce, and natural phenomena within a wide area.

The principal explained

their thinking*

Our children weren't reading, weren't interested in
reading, because they weren't interested in much of
anything. When we tried to expand their background
of knowledge about the real world, they began to be
interested in reading, and that's where it started.
Then we thought it really had more credence as a general philosophy of education for the whole school than
just for reading. Everything should have some application for the child in his general development; and
in tying his learning to reality, we should use the
resources we have, which are in the community as well
as in the school.
Initially a reading grant was secured to fund the program.

The staff

to see
asked parents to serve as drivers, and organised a sequence of visits
s work in
many examples of the world at work, integrated with the children

school.

asked
Gradually the staff were getting to know their community, and

describe their jobs and
the parents «nd others to come into the school to

various interests.

Parents coming to the school were delighted with the

openness of their welcome, and stayed to help.

It was regarded as a special

as teaching assistant to the
success story when one sixth grader, assigned
to her father, who gave her
second grade, confided her teaching difficulties

some effective advice.

interest in the
It was the first time he had taken an

10

school*

By the middle of the second year, the children's reading levels had

clearly improved, and relationships had been established with many families.

There was, moreover, much evidence of a warm and creative learning climate in
the school, and the staff had won the support of the once sceptical board

and superintendent.

^

In a somewhat similar situation, the teacher of a one—room school in
another state was able to make the entire community her classroom

people her faculty.

its

Community people were brought into the school and given

confidence to teach classes in sewing, baking, cooking, tumbling, art, music,

foreign languages, photography, and drawing.

Trips to plays and museums, and

to their fathers' places of work, together with discussions of community ac-

tivities, are regular parts of the curriculum.

Students work with adults in

the community in agriculture, in a carefully designed ecology curriculum, and

in developing recreational resources*

Observers are impressed that the

smallest student is treated as much as an individual as any adult*

In this school a high degree of reciprocity has been achieved in efforts
stretching over several years.
priorities for new programs.

A parent-teacher advisory group determines
Parents remodeled and painted the school.

The

school has hosted holiday parties, square dancing, ski trips, and ice-skating.

A school community museum was created, and in summer the school became a
movie house.

The school has also become a national resource in teacher educa-

tion in the open-classroom concept, and has had some 800 visitors.

One tea-

the
cher was sent by her rural community in Washington State to learn about

in this manner.
only one-room school they could identify which involved parents
personal visit and month6 Colebrook Elementary School, Connecticut; data from
(NEPTE), monily staff reports. New England Program in Teacher Education
partnerships f
toring small grants in support of building school-community

1973-74.
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Although outside grants funded the program in its development period, it has
now been accepted in the regular school budget.

Partnerships can begin in controversy.

7

One experimental inner-city

school, originally established by parents, found itself in conflict over

questions of control.

Joint committees of parents nml teachers were created

which moved from power and control concerns into program concerns.

The pro-

cess helped parents and teachers to a better understanding of students and

of each other.

They learned to work together in finding outside teaching

resources, arranging cooperation with other institutions, designing and

building classroom materials such as a biome (environment for plants and
animals), and seeking additional funding for the school.

Administrative re-

sponsibilities were restructured, with all staff helping with non-teaching
tasks.

"The hassles were lessened and energies of the Master Teacher redir-

ected through the establishment of an administrative team," wrote the
principal.

In another situation, an inner-city public school, professionals and
non-professionals, veterans and newcomers, alike speak of "the partnership"
with warmth and pride.

Its five-year history began with a successful parent-

teacher collaboration to secure transfer of an unsatisfactory principal.

At

the same time the group secured permission from the school board to choose a

new principal; their successful choice began a collaboration which came to
involve all the staff and the larger part of the community.

A Teacher Corps

community; this
team was brought in, which included one member from the

staff reports. New England Program in
7 Westminster West, Vermont; data from
The Commqa,
Teacher Education, 1971-74; "Claire Oglesby's Magic Works,"
'Open
Involved
March 1973; Frank W. Morgan, Jr., "Vermont's Community
School," American Education , June 1973*
reports, New
Free School, Boston; Data from monthly staff

8 Highland Park
England Program in Teacher Education, 1972-74
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group undertook a number of programs which involved more of the community.

They began with summer reading and science programs for both grade-school
children and the high-school-age Neighborhood Youth Corps.

The members

then canvassed the homes for classroom resources and volunteer aides.
“Did the parents take your ideas seriously?”

"Yes, because we had a

strong PTA, " says the teacher who had been the Teacher Corps team member

recruited from the community.

Teachers and parents alike speak warmly of

how the parents learned they really were welcome in the school for the first
They were encouraged to work in their children's classrooms (often

time.

with preschoolers in tow) listening to reading or numbers and giving other
help.

The PTA appears to have become identified with the partnership ("The

PTA

the partnership!") early in the process.

is.

Community members have

usually coordinated the volunteer program under a steering committee and
executive board which meet on Saturdays and are both fully open to interested

community members and school staff.

Subsequently expanding their efforts, the group formed an educational
partnership with the Connecticut General Insurance Company, planned new
recreational facilities with the city park department, and secured a traffic
light in front of the school after an angry bout with City Hall.

("It was

one young teacher.)
exciting being hauled off in the paddy wagon," said

held a series of in-service
Within the school the Partnership planned and

open classroom, and established
training programs, developed a fifth-grade
constructing classroom materials, holding
a school lunch program, as well as
girls, and organizing field trips.
a weekly ballet class for boys and

The

his successor, were in turn promoted
principal chosen five years ago, and then

13

to broader responsibilities; thus for the third time the Partnership inter-

viewed , screened, and selected the school's principal*
comments about his new school was:

One of his many warm

"Here, everybody's involvedi"

^

Can We Talk About It?

A partnership implies equality*
risks, and of benefits*

It implies the sharing of concerns, of

In a school-community partnership parents, teachers,

administrators, students, and other citizens bring together their concerns

and their varied expertise, to address the needs of education in colleague-

Building the partnership depends on people working together as indi-

ship*

viduals, successfully*

The process in which a group of individuals produce

substantive results and lasting agreement depends on respect between members,
so that everybody feels free to put his best effort into the common enter-

prise, and therefore all interested segments of the population are encouraged

Open membership and equality of membership develop trust, bring out

to join*

honest views, and result in cooperative action*
Partnership discussions should be literally open to all who are interested.

Meetings of any size can be organized to give adequate voice to all

present.-

Leadership in discussion is expected to pass from one to another

according to subject natter and the needs of the group.

None imposes or ex-

shares information
pects to impose his views on others; at the same time each

both his views and
pertinent to the subject at hand, and expresses honestly

his interests.

Each expects the others to listen objectively.

Hartford; data from personal visits, school and
9 Barbour Elementary School,
England Program in
Partnership documents, and monthly staff reports, New
Teacher Education, 1972-74*

M
Effective fact-finding procedures and sharing of all information are of
basic importance.

Sharing of research tasks among teams with both lay and

professional members builds trust and confidence, as well as developing

breadth of information.
»

\

Other skills are involved in building a partnership:

patience in hear-

ing what a colleague feels in addition to what he seems to be saying; willingness to begin "where people are" and patience to find out where that is;

willingness to explore the issues raised; learning how to be both honest
lucid in expressing one's views.

The attitude is, "I'll level with you on

what I really think, but I'll wait to hear what you think, and maybe I'll

change my mind.

Anyway, we'll try to get together, because we both want

what's good for kids."

Willingness to look for solutions in a colleague's

interest builds trust; simple discussion around a table by representatives
intent on their own interests, on the other hand, builds into either stale-

mate or bargaining.
Leadership in discussion takes many forms:

asking pertinent questions

to advance the discussion, introduction of new ideas, clarifying issues,

testing ideas against data, elaborating ideas that others have suggested,

summarizing what has been said or what still needs to be explored.

Equally

important is leadership which encourages and offers warmth to other members,
or offers alternative solutions.

Another kind of leadership visibly resists

or tempers the occasional member who "pulls rank," magnifies unimportant details to exclude an important aspect of an issue, or expresses hostility.

Openness has a way of obviating the role conflicts which are common in
schools.

individuals are
In sharing the work of solving significant problems

their roles aside.
able to emerge with all their various strengths and leave

15

This is especially facilitated in t a lk i ng through the

n g vocabulary

differences which exist in any group in order to establish an understanding
of each others' concerns.

Addressing real concerns with other people is

opening one's self to change as well as others; thus, opening partnership
is also initiating growth.

Time pressures are the enemy of partnership deliberations.

Where a

deadline is inexorable, it may be taken into account by shaping the task
accordingly, or by developing tentative schedules, but not allowed to bring
about unsatisfactory solutions; for this destroys the collaborative base of

the partnership.

No pressure, in fact, should be allowed to bring about consensus too
readily.

Lasting agreements are not arrived at through compromise made

simply to avoid conflict, or by mechanisms such as majority vote or tradeoff.

It is not to be expected that some win and some lose, but rather that

with sufficient effort a solution can be found in which everybody wins.
Disagreements are helpful in suggesting a wide range of alternative solutions
and in providing needed information.

Agreements too easily reached may not

sustain the impact of reality because real situations have not been adequately studied.

Pinal agreements should be acceptable to all members as fully

explored and as most satisfactory of available solutions.
Likert has summarized the process as follows:

It

Independent approach to achieving a common solution:

1*

a.

MY facts

b. YOUR facts

(analyzed and
(interpreted
(in terms of
(MY experience

(analyzed and
(interpreted
(in terms of
(YOUR experience

yields

(MY solution,
(which I think
(is good and to
(which I am
(committed.

yields

(YOUR solution,
(which YOU think
(is good and to
(which YOU are
(committed.

If one wins, the other is not motivated to help with the
implementation. If there is compromise, both may be
half-hearted.

2.

Coordinated fact-gathering approach:

(One solution

Same facts

(analyzed and
(interpreted
(by each person
(separately in
(terms of his
(experience.

(Yields several
solutions,
depending on
number of
persons and
range of
previous
experience.
But because
of use of same
facts, solutions
I are likely to be
(less diverse
(than in
(process 1,
(above.

)

(achieved by
(conflict or
(compromise
(and with cor-

responding
(motivational
consequences
as stated in
process 1.
But conflict
i and compromise
(are apt to be
less bitter than
in process 1
i because solutions
(are less diverse
(due to same facts.
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3.

Approach based on coordinated fact-gathering and group
decision:

Same facts

analyzed and
interpreted
by group in
terms of
experience
which is
shared in
the discussion process*
This leads to
less diverse
experience
being focused
,on decisionmaking
processes.

(Wide variety
(of decisions
(examined but
(narrowed to
(one solution

,

,

(yields
(solution
(based on
(experience
(drawn on
(in the
(sifting
(and inte(grating
(done in
(seeking the
(solution*
(Solution
(accepted
(by all as
(thbir
(solution.

(iixcellent

(

solution
with each
(person
(highly
(motivated
(to carry

1l

<i

1

1

1

<

i

““ho

(well*

The immediate objective of the partnership effort can be a very
part of the educational enterprise; but if honestly practiced the process

itself will have good effect well beyond the program area involved*

climate will be favorable for further efforts.

ration will carry into other activities*

The

Also, the habits of collabo-

Thus the long-range effect of

partnership goes well beyond success in the immediate venture*

In this,

partnership differs from adversary efforts in which immediate change is the
objective*

Partnerships begin in many ways, but essentially with the simple invitation to share problems and decisions*

For the administrator, perhaps, it

may be the simple decision to let others help, to set aside the feeling
that one must as a responsible administrator make all final decisions*

The

administrator cannot impose a partnership; by its nature a partnership is

10 Likert, op. cit., pp. 216-217*
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voluntary*

He can only invite staff and faculty to share consideration
of a

problem with him, on the clear assumption that they will also
share in the
decision-making.

Once the discussion is opened, a number of other problems

on that same question are also legitimate agenda, and patience may be
necessary to allow an exchange of concerns and a setting of priorities*

It is

not partnership to delegate decision-making from which an administrator holds

himself apart, perhaps to exert a veto*

The physical presence of the admin-

istrator or any one else is not required at all times; the presence of any
individual's views is felt, and the effort is organized so that those who

may be concerned at any point are involved or represented in the progress
toward solutions*
Conversely, the invitation may be initiated by teachers, students, or

lay community members who are not ordinarily involved in significant decisions,.

A certain political skill is helpful to persuading administrators to accept
what may well be a novel concept*

The request of one person is less likely

to be effective that than of a small group; more than three or four, however,

may look like a confrontation unless its good nature is very clear.

Never-

theless, the simple request, "May we talk about it?" is hard to refuse*

Finally, patience at the beginning of any partnership effort is essenti al
to arriving at a productive conclusion, whether a short or longterm effort

is intended, whether a single objective is involved, or the effort to intro-

duce a partnership climate throughout a school and its community*

It takes

time for people to know one another and learn how to work together easily, and

impatience at the beginning may prevent the development of the process*
Subsequent chapters will describe the interests and perspectives of various

members of a school community in relation to this concept.
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CHAPTER II

SCHOOL HOARDS AND THE PARTNERSHIP IDEA

Many are the school board members who seek election in order to change
the schools only to find it is far from as simple to bring about change as
it seemed from outside*

.

Whether their interest lies in educational innovar-

tion, returning to a simpler curriculum* cutting school costs* or increasing

expenditures* change is inevitably found to involve dealing with a variety

of influences* both state and local* lay and professional*

At any one time

there are likely to be pressures for improving vocational education* cutting

the instructional budget* adding new opponents to the football schedule* and

upgrading the reading scores* as well gs effective limitations on what a
school board can do on most of these*

They find their powers are limited by

local politics, by state and federal legislation, by the prerogatives of

state and federal agencies*

Moreover, they soon find that school governance

and operation is what Allen has called a

M

seamless fabric; "

11

change at any

one point involves change all along the line*

Thus for members of a school board, as for any other individual or
group, effective change ordinarily requires a perceptive choice of goals,

carefully chosen steps, involvement of those affected, and a great deal of
patience.

in
Yet few school boards appear to have leisure or even interest

addressing themselves to such a process*

In addition* the very conscious-

to lead school board
ness of their decision-making responsibilities seems

that brings
members to isolate themselves from the kind of collaboration

about appropriate change*
of Massachusetts Association
11 Dwight Allen, talk given to Joint Conference
of School SuperintenAssociation
of School Committees and Massachusetts
dents, October 15, 1970*

20

On the former point. Cook reported from a study of Massachusetts school
committees that almost all committee meeting time was taken up with the details of budgets and teacher negotiations; further, that while both these

concerns would argue a need for strategic planning,

M

What we find is a vir-

tual absence of strategic planning in the intermediate term sense," that is,

how to get a school system from where it is to where it seeks to be*
"Viewing the system as a whole," Cook continues, "one would have to
conclude that probably Iosb than one-tenth of one percent of the people,
time, or money involved in public education is devoted to how the system as

a whole should and can be changed

span of school committee membership*

Part of the reason is the short time

Cook points out that there is in the

public school organization no compensating mechanism equivalent to the man-

agement meeting in industry, "where managers

...

expose their plans and

results to the scrutiny of their peers, their superiors, and staff specialists.

.

.

.

(whereas) The professional (education) manager deals with a lay

board, the lay board deals with an electorate, and years and years may pass

before the effects of the decisions appear, and even the causes may be
clouded*"

^

Cook's own proposals for dealing with this lack of management expertise

differ from those of this study in that he would take up to state level the
so timequestions of adequate expenditure and salary negotiation which are

and staffconsuming to the local school committee, and mandate both salaries
considerations.
pupil ratios, thereby freeing time for distinctly educational

for Educational Equality
12 Paul W. Cook, Jr., Modernizing School Governance
’
pp. 41-43*
and Diversity . Massachusetts Advisory Council on Mucation, 1972,
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Even so, the school committee members as individuals

as a group still

must develop educational and operating policies for the schools; and the
need for planning and leadership skills does not disappear*
Observation of boards and board members raises the question whether the

very consciousness of decision-making powers does not inhibit the development of leadership skills*

Discussion in any context seems to center on

possession of these powers, especially in the current political concern for
their preservation*

And, as was suggested above, this concern itself leads

to separateness of school board position in school and community*

In the Cubberly Conference of 1966, for instance, the majority of
speakers addressed board problems in terms of conflict*

James urged school

boards to consider the successful management of conflict "a principal func-tion."

Basing his remarks on studies of conflict in sixty school districts

in twenty states, he said that school boards that conduct meetings that are

happy and free of discord are almost certainly "ineffective*
involving local boards of education are inevitable*

.

•

•

Conflicts

Continuing social order

requires the existence of agencies capable of hearing the demands raised by
our marvelously heterogeneous people and resolving their frequently conflict-

ing demands in ways that are reasonably satisfactory to all."

The infer-

ence is that boards will impose solutions according to their beat judgment.

Fowlkes urged boards to "face basic issues" and not "back into policy
change."

^

Rubin said that the single most important problem of school

responsiboards was to distinguish between responsibilities of boards and the

bilities of their designated superintendents.

Another problem was negotiations.

USA Special Report, High13 School Boards in an hr a of Conflict. Education
26-28, 1966
lights of the Cubberly Conference, Stanford University, July
B. Thomas James, excerpts, pp. 2—3*
4-5*
14 Ibid., John Guy Fowlkes, excerpts, pp.

J
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"The unions must have an enemy," he said. 15

Throughout the detailed report

of this conference by an Education USA team the problems of school boards

are described in terms of conflict; the various questions of how school
board members were to arrive at appropriate, wise, and lasting decisions are

addressed mainly in terms of competent and expert support staff.

Despite

the recognition that in a social institution school board decisions must be

heavily political, their problems are discussed in terms of how wnmh latitude
is given the superintendent, not in terms of improving skills and leadership

of school board members.

In the same vein, the public is discussed as neut*

red, supportive, or adversary, never collaborative.

Minar used case studies in the Cubberly Conference to show that "popular
participation in school affairs is a mixed blessing."
terns

Of "two school ays -

with high-status and low-election participation, one maintained a stable

position" without public interest, few observers at board meetings, and mini-

mal communications with the public; board meetings were short and "the superintendent in a strong position

.

.

•

(for) policy initiative."

The other district came under constant scrutiny and pressure, with every
board meeting drawing a crowd.

Under this stress the board showed signs of

conflict; its meetings became long, formal, and tense.

"The superintendent's

policy initiative is still broad, but the board tends to chip away at it,

often on unimportant matters."

Thus Minar 's case studies, like James', appear

themselves from the pubto have dealt typically with boards which separated
lic they served.

The "good board," Minar said, "provides a good administra-

tor with 'running room.'

It would not impose community d emands on school

13*
15 Ibid., Max Rubin, excerpts, p.
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policy, but instead would urge the superintendent to take chances
and assure

him it would take the heat if public opposition developed." 16
This widely held and conventional view of school board - superintendent

- community relations suggests clearly that the school board's chief responsibility to the community is to support the superintendent, because he would

know what is best for the community's schools.

A week earlier the same key question of lay-professional partnership
had been addressed in the Harvard Summer School Conference on Educational
Administration, and the Education USA team closed their Cubberly report with

quotations from remarks made at Harvard by the then U.S. Commissioner of Edu-

cation Harold Howe II.

Howe spoke of the "intuitive sense that every govern-

ment should have built into it a system of checks and balances.

•

.

•

The

ideas of the educator can prevail only if they win the approval of the lay-

man."

He urged educators to change their attitudes toward laymen and put

other kinds of professionalism to work for the schools.

The deficiencies

of the schools today will be answered best by the efforts of lay people in

providing the answers to problems.

In fact, he said, unless the people be-

lieve in and support the programs for change, education cannot move ahead.

17

Bendiner supports the concept of joint responsibility of board and

superintendent for the public schools; he goes beyond the "checks and balances" notion in quoting Houle in support of a collaborative relationship*

Both board and executive have complete responsibility and
therefore the dividing line of authority can never be
drawn. Only when the attempt to divide the two is abandoned
and they are seen as inseparable partners can progress be
made.

Miner, excerpts, pp. 15-16.
17 Ibid., pp. 20-21.
16 Ibid., David

tf.
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Houle would extend this joint use of power all the way, "including planning,
organizing, staffing, directing, reporting and budgeting."

Lay and pro-

fessional partners, in other words, would join their experience, knowledge,

and expertise in behalf of the schools.
It is unfortunate that available studies give few similar viewB of

school board - community relationships.

Instead, we have the sense of a

quasi- judicial body separated from the community.

School board meeting pro-

cedures, wherever described, stress open meetings and the privilege of citi-

zen presentations.

Some writers, 3uch as Pierson, stress provision of full

and adequate information to the public, as well as the importance of listen-

ing to citizen views through media, meetings, complaints, and direct contact.
Few school boards develop two-way communication as carefully as Pierson prescribes it,

19

but an NSPRA survey found increasing interest among school

boards for citizen attendance and participation in meetings.

20

It is un-

fortunate that the procedure of hearing citizen presentations has implications of sitting in judgment which tend to cast thinking and process into an

adversary rather than a collaborative mold.

School boards hear presentations by members of the public; they do not
engage in an exchange of views.

In the later and substantially private dis-

cussions of the board the members' discussion indicates they may or may not

have fully understood a presentation and its implications.

It may be ques-

satisfactory.
tioned whether decisions made in these circumstances can be
the presentation,
some members are loathe to discuss the subject matter of

& Rowe, 1969, Cyril 0.
18 Robert Bendiner, The Politics of Schools , Harper
Houle, no reference, p. 40.
A Guide to BoardmansfeLg , 1973*
19 H. L. Pierson, Shaping the Schools
Public Relations Association
20 The School frof+rd Meeting. National School
(NSPRA), 1970.

If
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considered judgment may be very slight indeed.

It is commonly observed that

most boards like to avoid dissension where possible.

Sometimes school boards

ask fpr public reaction to board proposals but, without direct and personal
discussion of significant points, there is room for misunderstanding of
public views.

Undoubtedly there are exceptions, but for the most part when

questions about exchange of views are raised by citizens, the not uncommon

response is that there is no legal requirement for discussion.

There is no

legal requirement even to hear presentations, for that matter.

The argument

is capped by the reminder that the power of decision lies with the board.

Citizens who appear before school boards therefore sometimes feel that
The resulting frus-

their participation is more cosmetic than functional.

trations among citizens tend to lead to the adversary activities on the part
of citizens of which school boards sometimes complain.

As one PTA president

exclaimed in some exasperation, "When can we stop being nice!"

To which the

only possible answer under the circumstances was, "You don't stop being nice,
and you don't stop."
Part of the problem may lie in the school board's own frustrations with
over
the relatively small portion of control it feels it can actually exert

its school system.

While its legal "responsibility" covers the total opera-

state,
tion of the schools, this domain is the target of various community,

and federal interests, both political and commercial.

The board's actual

the school budroom for decision is commonly set at five to ten percent of
get, and about five percent of curriculum.

That is, state salary minimum

staff levels and annual prolevels or state salary schedules, plus existing
services, determine
fessional negotiations, together with various mandated

school budget.
the greater part of the conventional

The greater part of
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curriculum is either mandated by the state agency or professional
organiza-

tion or seems virtually glued into place by college entrance requirements
or
local custom.

Changes are likely to encounter problems with teaching staff,

with parents, perhaps with state agencies.

In addition, the board can control

perhaps little or none of the quality of learning that actually takes place.
Student achievement depends not only on available curriculum but also on such

school-related intangibles as teacher—student collaboration and

•the

prevail-

ing clim ate of expectations; such are the school-related factors commonly
found by research to determine teacher effectiveness.

21

Thus a member of the Old Saybrook, Connecticut, school board could tell
an AASA audience in 1970:
As a board member in a small community, I'm humbled by the
realization that my board of education exerts relatively
little control and little beneficent influence. Yet meetings of the board of education in our town last well into
the night. And after each meeting I am usually overtaken
by a disturbing question: what have we accomplished for
the good of education, for the development of our children?

am here reminded of an incident in a neighboring town.
Its board of education scheduled a special meeting to discuss a philosophy of education. Only four of the nine
board members showed up. They waited and waited, and decided to cancel the discussion. An hour later, two other
members showed up and the board plunged into a vigorous
debate concerning the school septic system.
I

Most of our actions around the board table are defensive,
restrictive, argumentative, punitive, trivial, or controlling of some minor administrative item. Many of our actions,
by force of circumstances, separate and alienate us from our

21 e.g.

Gunars Reimanis, Teaching Effectiveness and the Inte raction Between
i>ietnods. Student and Teacher Characteristics , Corning Community College, 1972; George Domino, Interactive Effects of Achievement
Orientation and Teaching Style in Academic Achievement, American
College Testing Program, December 1970; Robert G. Scanlon, Factors
Associated with a Program for Encouraging Self- initiated Activities
bv Fifth and Sixth Grade Students in a Selected hlementary School
ftnphpaizing Indlviriiittligftd Instruction, Pittsburgh University, 1966.
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teachers; fall to bring the parents and taxpayers closer
to the schools; and do little to help us understand the
student or to help the students understand their community and their environment and prepare for the future*

Brodinsky continued by "wondering" if his board could not serve as a
"public
court of educational relations once a month*
In such a public court of educational relations, the feeling would not be one of the employer versus employees, of
taxpayers versus public spenders, of rule makers versus
those who have to obey the rules. Its mood and temper
would be one of explaining, proposing, questioning, groping, exploring, and sympathetic listening*

To such a public court, teachers would come not as hired
hands but as educators, giving their views,
ng questions, letting their hair down, and shaking their dreams
loose*

To such a public court, students would come, at first,
perhaps with shouts and demands - later with their opinions, their questions, their needs, and possibly, too, with
reasoned proposals and imaginative suggestion^ • • • Let's
open our doors and agendas for this purpose*
Here would be the exchange of differing views which is one mark of collaboration*

Such discussions the faculty and parents of the "partnership

schools" commonly have.

But there is a difference, and it lies in the judi-

cial concept implied in using the term "court of educational relations."

People are attracted to partnership discussions because they are assured of

a voice in the outcome*

Membership in partnership discussions is diverse

and open but above all equal*

People who meet in partnership are searching

together for appropriate and acceptable means to solve a common problem*

Any board would gain wisdom in its deliberations if it were able to
attract the kind of discussion Brodinsky describes*

It must be recognized,

however, that it is not easy to persuade people to open themselves to the
Brodinsky, p. 47.
22 The School Board Meeting, op. cit., quotation from Bed
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extended discussion that might be required or to make the effort of
collect-

ing data and analyzing their own views sufficiently for productive discus-

sion unless they see a useful purpose.

If teachers, parents, students, and

other citizens felt that doing so would give them voice in decisions on their

own interests, the likelihood is that they would come.

But in meeting thin

expectation the board would be opening itself to equality, and for many board

members this is a difficult hurdle to take.
Let us spell out, for a moment, the possible differences in procedure

between the usual board meeting and a board-conducted "partnership" discussion.

In the first place, after initial exploration partnership discussions

are targeted; therefore they would be initiated when a particular problem

raised concern, and undertaken with an open invitation to the people concerned.

Partnership discussions turn early to exploration of relevant values, so that
Brodinsky's "shaking dreams loose" can be made purposeful in developing solutions.

A very tangible change in common procedure would be the process

of "successive approximations" in which tentative decision statements are
proposed, tested, and revised;

Those concerned would be present and involved

in the development, testing, and formulation of policy decisions.

This is a

far cry from "backing into policy change" with off-hand or piecemeal decisions.

The safeguards to the board's trusteeship in this process lie in what
goes on before decision:

in the thoroughness with which the discussion is

conducted, the involvement of those concerned, the agreement on the dim ensions

of the problem and on the goals for solutions, the exploration of the underlying realities, and the diligence in searching for solutions.

Frequently

the lengthiest
the agreement on the dimensions and nature of the problem is

most significant part of the whole procedure.
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A hoard member may well change hie whole view of a problem in this
process; but is this undesirable?

As Fowlkes put it,

The basic and truly all-important role which a board
member must play is that of being himself. Valuable
and effective service by a school board member demands
that he reach decisions and oast his vote in terms of
what seems to be best for the boys and girls who are
attending the school. ^

The partnership process takes longer than discussion by the smaller group of
school board members, but when decision is reached, the board is free of con-

cern about possible adverse reaction in staff or community,
tive implementation.

about effec-

Further, problems are not so likely to return for re-

peated attention, when satisfactory solutions are found, as they often do

when given what amounts to one-sided consideration.

A board member sometimes says about the partnership idea,
ing discussions and then 'they' didn't like what we did.

"We tried hav-

Aren't we taking a

risk in opening up our discussions of developing more opposition?"
Two factors are significant in avoiding such an outcome.

First, satis-

factory solutions are seldom if ever reached in one or two meetings if the
problem is serious.

If there are deadlines to be met, a board can organize

its schedule to deal with them without impairing the discussions or the de-

cision-making process.

The second factor arises from the actual legal res-

ponsibility of the board, which is unchanged and is still available in emergency.

But tliat recollection should be kept for emergency.

If members are

inclined to keep their prerogatives in mind, they may not open themselves to
actual consideration of the total problem, or of the evolving ideas in the

partnership discussions.

The thinking in the back of board members' minds,

23 School Boards in an Era of Conflict, op. cit., p. 5.
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if this occurs, may still be in terms of "we" and "they" rather than
in
terms of shared concern and shared responsibility.

In consequence, not only

may board members not be sharing in development of ideas but, the faculty
and other citizens who have been involved may sense the impairment of the

partnership and withdraw from the joint endeavor.

This is not to say that

small and temporary impasses in understanding will not occur, and discussions
come to stopping points.

The solution is to pause and meet again, not let

the stopping points turn into conflict.
It will be recalled that a basic concept in the partnership idea is

that leadership is not limited to the professional or elected leadership
roles.

Rather, at any given time any individual may be offering the kind of

leadership needed at a particular time:
summary, encouragement, or whatever.

new ideas, relevant facts, analysis,

This inevitably occurs in an open

partnership, simply because of the wide distribution of talent among any
X

group of interested people.

That this may be a confident expectation should

lessen the burden of school board members who may feel the weight of decisions most heavily.

It will be discovered that the larger problems, whether

of board discovery or of other initiation, are most profitably put into the

partnership process for solution.

Probably the most important outcome of the open partnership is the
climate of trust in the school and community.

Its beneficent effect allevi-

ates many more problems than are specifically addressed.

dent relations take on aspects of colleagueship.

Board — superinten-

Curriculum may be more con-

fidently developed to meet needs of students rather than with concern for
special interests.

School budget-making is released from many uncertainties

in priorities and citizen support.

There are even possibilities of amelior-
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ating

tile

power conflicts in professional negotiations, which will be discuss-

ed in a later chapter*

More broadly, the climate of trust encourages the

sense of conmunity so many people seek wherever they live*
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CHAPTER III

THE SCHOOL ADMINISTRATOR IN A SCHOOL-COMMUNITY PARTNERSHIP

More than a year ago a Boston newspaper tabbed the school administrator's job with the headline, "Running schools not so super in Massachusetts •"

A few months later the state association president wrote to his colleagues:
More and more in recent years it has been brought home
to the practicing school superintendent that he operates
in a very lonely environment. With the legislature, the
parents, the general public, the state department of education, and local school committeemen all attempting to
do our job for us, we are constantly in need of professional organizational clout in order„to maintain our
4
position and stature as individuals.

The 1956 Yearbook of the American Association of School Administrators
drew a picture of the superintendent which may be condensed as follows:

The superintendent must be a wise and sympathetic leader, possessed of good
judgment , fine sense of values, sound knowledge of his community and its
needs, the know-how to get teamwork, ability to work with community leaders
as well as others in all walks of life, more than a passing knowledge of

literature, art, music, history, economics, sociology, psychology, physics,
biology, chemistry, and mathematics; also a good grasp of the social and

economic forces that are sweeping America and the world, with an educational

philosophy that meets the requirements of this complex society, plus a famil-

iarity with current instructional thinking, business management, accounting,
insurance, school architecture, public relations, and organization.

25

communiA page or two later, however, it is pointed out that "American

impossible
ties must realize that the school superintendency is too often an

Superintendents, August,
24 Newsletter, Massachusetts Association of School

1973 •
Board-Suuerintendeat Relationships , American Association of School
School
25
Administrators, 1956, pp. 59 ff«

33

task."

The remedies offered are certain specified supports
from the board

of education and a prescription for courage*
that is just is alwayB respected."

"The brave man with a cause

Various surveys of the problems of school

administration concur in citing those in human relations most often, and

secondly the amount of time spent on details*

A number of schoolmen have

said simply that the job is "untenable."
The question is raised, whether the problem that makes the job untenable
lies mainly in the type of hierarchial school governance in which superinten-

dents are expected to play the key role, and for which textbooks and adminis-

trative training generally provide.

Between Administrator and Board

The public schools are unique among institutions in this society in
that lay and professional people join in their actual governance.

But there

are contradictions in practice that make frequent dilemmas for administrators.

The difficulty of following the accepted precept that policy and administration must be separate domains has caused the production of endless paper with

instructions to this end.

On the other hand, many a superintendent has felt

the anomaly of the title of "educational leader" when his school board has

reminded him in no uncertain terms that theirs is the legal power and he is

strictly their employee.

In such uncomfortable situations a superintendent

is sometimes faced with a dilemma in handling information, as to whether or
not he will have appropriate opportunity to discuss difficult matters.

Dec-

isions may be made in a closed circle which has excluded the superintendent

even though he sits at the same table with the board.

This commonly forces

the superintendent into making decisions of his own when he perceives
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interests of the schools at stake, and still other decisions may be left to
chance.

Not infrequently, poor working relationships at board level are reflected in the school system.

One school committee, according to its chairman,

has made a practice of leaving "education

ing control over negotiations to itself.

to the superintendent,

reserv-

Reluctance to "bargain in good

faith" led to a court order to resume bargaining, and eventually to a strike.

In other instances, a split in a city school committee hAa delayed court-

ordered integration for several years, which impeded federal aid and added

other difficulties to the administrative burden.

On the other hand, there are outstanding instances of collaboration
between a school board and its superintendent, many of which undoubtedly go
unnoticed.

The successful experience of White Plains in integrating its

schools, one of the first northern cities to do so, was credited by its

superintendent to 3uch collaboration, which also included the community.

More recently, the schools in Shrewsbury, Massachusetts, adopted a flexible
schedule of four days a week with options of day and evening classes, and a

career opportunity program in the community.

School committee, administra-

typition, staff, and community representatives were all involved, and each

cally credits the others with the program's success.
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When people are working together objectively, and are openly pooling
partnership group.
their information and judgment, they move naturally into a
and its chosen profession^
It is not impossible to contemplate a school board
al leader as such a group.

How is it done?

especially with a board that has

Schools, 1973
26 The Shrewsbury Plan, The Shrewsbury Public
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possibly been used to adversary activity, bargaining, or even
filibustering

among themselves?
The method is the same as in establishing partnership in any group}

by

offering the model of listening to and valuing each person's view, ah^ ri
g
full information, making proposals, and making clear the expectation that

acceptable solutions can be found.

To be realistic, a superintendent could

have greater difficulty with a school board group than with others, because
of the power feelings described in the previous chapter.

Yet, those whose

reasons and ideas are listened to carefully are likely soon to be at pains
to be worth listening to.

become more objective.
\

V

They monitor their own ideas more carefully and

Over a period of time longer-range policies are con-

k

sidered and organizational problems are more easily isolated for solution.

Another problem, that some school board members may represent outside political interests, may require the support of a gradual community understanding
of the partnership idea.

There is a special value in open exchange on equal terms between lay
and professional colleagues because of their different perspectives, a value

which cannot be attained except on equal terms.

And, despite the admonitions

of the textbooks, in a partnership situation the several members of the

group do not forget their roles,

lifhen

the members have confidence in one

another, and have made decisions together which they all find acceptable,

there is no question who is charged with implementation.

The board members

have no inclination to interfere with administration when they have confidence
in what they have done together.

Neither do they take on separately tasks

decisionwhich belong to the group when they have come to trust the group's

making process
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Such a partnership avoids numerous problems of divided leadership
which
have cost many school systems much heartache, caused division between
parents, teachers, and other citizens, and resulted in unhappy children.

By the expectation of finding an adequate and acceptable solution to its
major problems, the partnership avoids the too-easy answer of majority rule,
and learns to organize its business within long-term planning*

Outside

pressures are brought into manageable perspective, and the superintendent
and his staff are enabled to develop a compatible governance in de aling with
faculty, students, and community*

Between Administrator and Staff

When "Doc" Howe told the Harvard Summer School Conference that, "The
professional, left unchecked, is liable to become a dictator; a school super-

intendent is no more exempt from becoming a hometown Hitler than the most

pompous and arrogant Babbitt who ever headed a school board,"

27

he was talk-

ing about the traditional division of responsibility for schools between
layman and educator, and the need for the balance of lay control through an

effective school board.

As recurring crises in schools have exposed the in-

adequacies of present school governance, however, questions have increased
as to whether hierarchial control within the school is appropriate to education.

In one standard text, Campbell, Cunningham, and McPhee examine ques-

tions of power and prestige*
"The superintendent has authority only when his subordinates permit
i n i ng
their behavior to be guided by his decision without independently ex am

27 School Boards in an

o f Conflict , op. cit., pp. 20-21.
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the merits of that decision. "

The writers find that the superintendent ac-

quires preBtige by his capacity to clarify purpose and direction, understand-

ing of program requirements , and provision of “appropriate staff participsr"

by securing community support for the schools, and by supporting his

staff.

And he must use good communications to keep from "becoming a shadow

tion;

to his staff.

11

^

The writers recognize further that “conflicts between the role expectations of an organization and the personal need-dispositions of the people in
the organization constitute alienating forces.

...

To counter these alien-

ating forces are integrating forces in the form of goals and values," and the
writers go so far as to recognize the need for teacher participation in "decisions having to do with the technical aspects of their practice."

But they

pose a "dilemma of whether the control of teaching is to rest with the admin-

istrative hierarchy or with the colleague groups."

Perhaps the whole concept of hierarchy is perceived as
contrary to our traditional value of egalitarianism.
We like to think that every man is equal to every other
man. At the very least, we are confused about the matter. On the one hand we seek for our organization
people who will be strong leaders, and on the other
hand we attempt to limit and circumscribe such leadership as soon as it is attempted. Perhaps each of us,
subconsciously to be sure, would like to see members
of the administrative hierarchy be vigorous in the decisionmaking of the organization as long as the decisions were consonant with our own desires. ... When
he (the administrator) behaves contrary to expectations
he may easily be perceived as exercising too much
power.

Many teachers, board members, and lay citizens do not
recognize the difference between personal power and
organizational power. Host administrators have little
personal power; they may have considerable organizational
McPhee, Th,e OrgafiLzft2U Roald F. Campbell, Luvera L. Cun n i ngham, Roderick F.
218-219.
tion and Control of American Schools . Merrill, 1965, pp.
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power. The principal of a school, for instance, will
have the power of his office. Because he is the principal he is expected to implement certain policy decisions
made at the level of the central office and communicated
to him. Because he is the principal, members of his own
staff will expect him to implement policies and procedures which have grown out of staff discussion. In both
cases he is to carry out organizational imperatives, not
his own personal wishes. . . •

There are those who would strip organizations of such
office, who would dispense with hierarchy altogether.
Were this done two alternatives seem to be available. The
first is administration through group process perhaps actually exercised by one or more committees. Our experience
with this procedure suggests that committees may be fully
as arbitrary as a single administrator. Moreover, the
manpower demands required for committee administration
are rather staggering. The second alternative is one of
complete anarchy* each member of the organization doing
as he wishes to do. . • • We have to reject those alternatives and conclude that hierarchy seems to be with us.
Our task is to make it work as well as possible.
At the end of the discussion the choice is for power, with the note
that "This kind of power always carries with it responsibility, a fact not

always appreciated by those who would shift power from the hierarchy to the
colleague group."

It comes down to a matter of tr aining, the writers con-

clude; in the schools of the future administrators must be more carefully

selected and better trained for defining staff roles, content and types of
staff decisions, and appropriate staff contributions.

30

choice that
So lengthy a quotation is offered in order to emphasize the
is proposed in this study.

The writer proposes that governance that is based

based on commitment
on human motivation, even hierarchial governance, that is
governance based on efficiency
to shared objectives, is decidedly superior to

essentially collaborative
of direction - especially in education which is an

29 Ibid., p. 254
30 Ibid., pp. 249 ff
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enterprise.

The writer finds a fallacy in the logic of equating administra-

tion through committees with implementation of shared decisions through assigned responsibilities*
do not offer.

This is the choice which Campbell and his colleagues

On the matter of people working by self-direction, Likert

cites a study with the pertinent finding that research scientists were most

productive when they were both independent in the choice of their projects
and also in daily contact with their colleagues*

Independence alone did not

produce better results, even with weekly contact with colleagues, but inde-

pendenoe plus daily contact did*

31

This finding would direct attention to

the prevalent isolation of teaahers, which is addressed in a later chapter.
It is curious if not paradoxical that studies of industrial management

seem to have been more concerned with human motivation than most studies of
school governance*

The element of practicality is not to be overlooked.

As a method of governance, hierarchy is older than the pyramids:

execu-

tive manager at the top, delegated and assigned tasks to individuals along
the line of command, down to the groups and individuals responsible for production; everybody has his place, with known tasks and established relationships*

Since long before the pyramids were built, managers have assumed that

material rewards are necessary to securing performance, because "the average

human being has an inherent dislike of work and will avoid it if he can."
coercion,
The dislike of work is held to be 30 strong, moreover, that control,

make the
and threat of punishment are also necessary to persuade people to

necessary effort to meet managerial objectives.

Finally, it is held that the

above every
average human being prefers to be directed and wants security

thing else*

developed
Such is the explanation of industrial management theory
)

31 Likert, op. cit., pp. 2>24.
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by McGregor which h© colls Theory X* ^

It is based on the expectation that

man has basic needs which are fulfilled by the rewards of work*

food, shel-

ter, sod physical welfare.

On the other hand, McGregor points out, "A satisfied need is not a motivator of behavior.

...

After physiological needs are reasonably satis-

fied, needs at the next higher level begin to dominate man's behavior — to

motivate him."

In rising order, these needs ares

safety needs or fair

treatment; social needs such as belonging

anti

needs, for self-esteem and for status

recognition; And finally, the

«nri

acceptance; then the egoistic

needs for self-fulfillment.

Many managers whose governance is strictly hierarchical recognize the
social and egoistic needs, but they fear that allowing those needs to be met

- by working in independent groups, for instance, or sharing decision-making
- would impair management objectives, even perhaps threaten management direction.

It is inconceivable to them that management and production people

could share the same objectives except through reward and coercion.

There-

fore some proposals under the general rubrics of decentralization, manage-

ment by objectives, and democratic leadership, are to be tested by the question of "management by whose objectives?"
It seems that Theory

X assumptions are still general in this society.

They give rise to such attitudes as acceptance of organizational require-

ments over needs and interests of individual members.

In schools, interests

of students and teachers are regularly subordinated to regulations that make
it easier to control a school.

Bel

Kaufman has said that after Up the

Dojffl.

McGraw-Hill Book Company,
32 Douglas McGregor, The Human Side of Enterprise,
to School AdminIntroduction
I960; quotations from M. Chester Nolte, An
167-173.
istration, Selected Headings. University of Denver, 1966, pp.
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Staircase 33 was published she had letters from all over the country, from

both urban and nonurban areas, saying, in effect,

M

You wrote about my school."

The problems she wrote about were typical of many schools of far more pleasant
appearance.

Wiseman's film High School was baaed on Theory X assumptions in

ordinary schools.

Among common occurrences, a teacher is transferred accord-

ing to central-office determination of organizational need rather th a n personal preference.

Team- teaching organization may be imposed without consul-

tation, sometimes even without orientation.

It may well be that the adminis-

trator is regretful of the "necessity" of these actions but sees no choice.
Frequently, however, if teachers or students respond with passivity (low

production) or with resentment, the fault is taken to lie with their "lack
of responsibility."

managers:

It is similar to the frequent complaint of industrial

"Why aren't people more productive?

We pay good salaries, main-

tain good working conditions, give good fringe benefits and steady employment.

Why do they do only as much as they have to?"
McGregor, Likert, Knickerbocker,

34

and others, however, cite industries

that have achieved outstanding productivity through utilizing the principle

of what McGregor calls Theory Y.
1.

2.

3.

This may be summarized as follows:

Using physical and mental effort in work is as natural
as it is in play.
External control and the threat of punishment are not
the only means for bringing about effort toward organizational objectives. Man will exercise self-direction
and self-control in the service of objectives to which
he is committed.
Commitment to objectives is related to the rewards
associated with their achievement.

33 Prentice-Hall, Inc., 1964.
H
Conception and Some Implications,
34 Irving Knickerbocker, "Leadership: A
120ff.
Journal of Social Issues , IV, Summer 1948; Nolte, pp.
,

,
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4.

The average human being learns, under proper conditions,
not only to accept but to seek responsibility#

5*

The capacity to exercise a relatively high degree of
imagination, ingenuity, and creativity in the solution
of organizational objectives is widely, not narrowly,
distributed in the population#

6.

Under the conditions of modern industrial life, the intellectual potentialities of the average human being
are only partially utilized. **

The theory is based on the expectation of human growth

development;

the related managerial strategy is to use ingenuity in developing opportuni-

ties for people to find ways of realizing recognition and self-esteem, and

fulfillment so far as possible, in activities which will advance managerial
objectives#

The average human being is interested in helping to solve prob-

lems which touch his interests, and therefore it makes sense to involve him

in the decisions by which he is affected#

When the interests of those af-

fected are involved in supporting and promoting the implementation of operational decisions, the work of the administrator is made easier#

Based on the assumption that management styles are fluid, and change
according to situations and personalities, Blake and Mouton designed a scale
of 81 management styles, according to relative concern for people and relative concern for production#

They range from the exertion of mini mum

effort for either concern to a situation of high productivity through inter-

dependence of committed people j

56

35 Nolte, op. cit., pp. 174-182#
10
36 Blake and Mouton, op# cit#, p.
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8

1.9 management
Thoughtful attention to
needs of people for satisfying arrangements leads
to a comfortable, friendly
organization, atmosphere,
and work tempo.

o
n

9.9 management
Work accomplishment is
from committed people}
interdependence through
a "common stake" in
organizational purpose
leads to relationships
of trust and respect.

c
e

r
n

/Ts

f
o

r
5.5
ament
Adequate organization performance is possible through
balancing the necessity to
get work out with maintaining morale of people at a
satisfactory level.

p<

©

1.1 management
Exertion of minimum effort
to get required work done
is appropriate to sustain
organization membership.

9.1 management
Efficiency in operations
results from arranging
conditions of work in such
a way that human elements
interfere to minimum degree

8
Concern for production

Blake and Mouton
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Management a t the 1,1 level is described as "flabby," with relationships on a "give and take" basis.

Many large organizations have managers

at the 5,5 level; they use a "carrot and stick" approach and set achievable

goals.

Their people are likely to be tradition-directed and conditioned to

bargaining.
\

\

Management at the 9,1 level will be recognized as "Theory X," and at
the 9,9 level as "Theory I" based on the human motivation which accomplishes

through collaboration.

Management at the 9,1 level is frequently productive

in industry, but the strength of unions dedicated to security is attributed
to reaction against such organizations and the desire to resist them.

Some

of the descriptors may be transferred to schools known to many observers.

For instance, open criticism is insubordination and the cardinal sin of all
hierarchy.

"Short-circuiting the boss" by going over his head (i.e. outside

of channels) is strictly frowned upon.
subordination, to be firmly suppressed.

Disagreement is first cousin to in37

Management at the 9,9 level effective integration of concern with people
and concern with production is possible by involving the people and their
ideas in determining the conditions and strategies of work*

The approach

is oriented toward discovering the best and most effective solutions, not

those defined by tradition.

Goals are established with people who have the

facts and have stakes in the outcome.

The assumption is that when the indi-

direcviduals who oust carry out activities have real stakes in the outcome,

self-directed and selftion and control are no longer necessary; people are

controlled.

Whereas people working under 9,1 management are typically in

competition at the same level, under
37 Ibid., pp. 38-46.
38 Ibid., p. 135.

9,J>

management conflict is obviated.
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School administrators who are interested in moving in this more challv

\

ending direction will Beek a leadership style that is most effective in enabling their staffs to handle their responsibilities most productively.

At

some stages the useful style may include task specifications, at others

leaving the definitions of responsibility with the individuals or group involved.

Getzels calls this "transactional" leadership, in which the leader's

behavior is altered to meet the situation.

During some periods communica-

tion may need careful attention in order to preserve open relationships.
One of the marks of the open partnership is the emergence of multiple
leadership, suited to the changing occasion, as was discussed earlier.

The

administrator who has been schooled in the hierarchial pattern may find
this hard to accept.

And though the proposals of new ideas, directions, and

solutions are seen to enhance any decision-making process, few teachers will

offer their ideas if doing so runs the risk of touching any concern for

prestige that is felt in a superior.

The open administrator, on the other

hand, will make a practice of reaching out to involve more people rather

than limit involvement to a chosen few.
One successful high school principal says that the principal is basically

not a decision-maker, but the manager of the decision-making process.

He

implements the decisions in the sense that he sees they are carried out, by

whatever reminding and encouragement may be necessary.

And while he carries

basically
a position of leadership by knowledge and experience, he says he is
on.
a stimulator, suggester, manager of resources, protector, and so

Such

tenuous and
skills take both interest and practice, but they are rather less

relationships.
more substantial than prestige unaccompanied by solid personal
39 Williams et al., op. cit., p. 41
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Likert's research found that high-producing managers in industry felt
that use of controls created resentment and therefore hampered production.

Such managers were concerned for the compatibility of the goals of the organization with the goals of the workgroups in which their people were organized, and for free and open communication among them.

For instance*

To help maintain an effective organization, it is
desirable for superiors not only to hold group meetings
of their own subordinates, but also to have occasional
meetings over two hierarchical levels. This enables
the superior to observe any breakdown in the linking
pin process as performed by the subordinates reporting
to him. If in such meetings the subordinates under one
of his subordinates are reluctant to talk, never question any procedure or policy, or give other evidence of
fear, the superior can conclude that he has a coaching
job to do with his own subordinate, who is failing both
as a leader and in his performance of the linking pin
function. This subordinate needs help in learning how
to build his own subordinates into a work group with
high group l^galty and with confidence and trust in their
supervisor.

What about negotiations?

The emotional climate surrounding the whole

question of professional negotiations is such that the suggestion of using
collaborative methods is likely to draw sceptical reactions.

Nevertheless,

for hostility, loss of peer relationships, elimination of the public intei^est, the situation is growing worse rather than better.

41

The planning of

directions to reverse the trend may be facilitated by an historical recapit-

ulation of employer— employee relatio nships.

Knickerbocker distinguishes

activities
four alternative methods by which manager seeks to direct people's

toward organizational objectives*
I say, or else
l) Direction through control of jobs* i.e. "Do as

Frustration and militance are frequent consequences.

40 Likert, op. cit., p. 115*
41 Education USA. March 25, 1974.

.

.

.
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2) Provision of benefits, commonly termed “paternalism. "

The resulting

feeling of dependence sometimes becomes intolerable and causes revolts.
Further, gratitude for benefits psychologically produces minimum performance

rather than greater effort.
3) Bargaining:

“Let us agree that you will do as I say in certain re-

spects, in return for which. I will do what you want in certain other respects."

Implied by each party is:

"If you don't agree, I will prevent you from ob-

taining your objectives."
4) Creation of conditions in which the objectives of the leader and the

objectives of the subordinates have something in common.

Then both desire

the same activities so each can achieve chosen objectives.

"Leadership of this fourth kind is frequently perceived by managers as

involving a tremendous loss of power and control," writes Knickerbocker.
"They feel they would sacrifice their 'rights' to direct the activities of
their subordinates.

.

•

o

However, this method has two positive consequences of
tremendous importance. First, because it substitutes
the possibility of increased need satisfaction, of many
kinds, for the negative fear of reduced need satisfaction, it results in genuine motivation toward organizational objectives. The negative consequences of the
first two methods, and of many examples of the third restrictions of output, sabotage, hostility, resistance
to change, etc. - vanish into thin air because their
causes are removed. Second, this method taps the resources of the whole group. The successful leader of
this kind soon discovers the tremendous potentialities
for problem solving, for cost reduction, for improved
methods, which remain largely latent in the group under

other methods of leadership.
Actually, because this method most closely approximates
the 'natural' relationship of functional leadership, it
gives the leader, in the end, more rather than less
control. His followers perceive him as a positive means
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to increase need satisfaction; instead of resenting
his direction of their activities or accepting it
passively, they seek it and encourage it. Reliance
on personal power seldom if ever yields this result.

The first two methods, direction through control of jobs a nd paternalism, are still widely used today in school governance.

The rise of teacher

militance in reaction to more rigid school governance forced the introduct:

•

\

ion of the third method of bargaining into education, considerably after it
was widespread in industry.

Current observation suggests that where bargaining has been established

for several years it has become accepted as a means for setting salaries.
Where there is continuing dissatisfaction, it generally stems from the wish
of teachers to have a voice in curriculum development and similar professional interests.

Where leaders of both teachers and administration dislike

professional and humanistic questions to be determined at the bargaining
table, with its attendant inflexibilities, the way is naturally opened to
the fourth leadership method of mutually developed activities.

The writer

would suggest that with the introduction of decision-sharing and open communications, so that teachers may be directly involved where they are interested, the unproductive tensions and bitternesses could disappear.

more open climate differences are much less likely to become crises.

In a
In at

least one school district, Boise, Idaho, a process of decentralized decis-

ion-making involving the total school community is reported to have transformed negotiations into everybody's concern.

43

school
The significance of "people involvement" will not be lost on

administrators who seek to open schools to shared decision-making.
_
42 Nolte, op. cit., pp. 130 ff.
_
A
Decentralized Administrative Concept,
The
Jr.,
Youngerman,
S.
Stephenson
43
Boise City Independent School District, Idaho, 3 January 1972.
.

.
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Observers will have noted the effects of introducing volunteers into the

Boston schools, a highly traditional system; with their eager, imaginative
helpfulness, they made appreciable changes not only in that rather austere

climate but in developing libraries and other new facilities, and thus affee ting the curriculum*

Most of all, perhaps, their one— to—one working with

children opened new horizons for many students*

They were forerunners of

teachers' aides who freed many frustrated teachers for long desired enter-

prises*

The Teacher Corps teams are credited with initiating some lasting

transformations.

In one New England city a team so impressed the school ad-

ministration that existing inservice education was redesigned in the Teacher
Corps pattern, for the purpose of improving teacher-student relationships.
In another city, a team substantially changed an elementary school curriculum

from a traditional to an open program, and involved the comminity in the
process.
In one suburban school a new administrative assistant brought teachers

together for unaccustomed but successful planning.

New teachers have drawn

colleagues to regional workshops and introduced them to new ideas for working together.

Undoubtedly thousands of instances of such intervention lead-

ing to greater openness in program could be collected; practically all of
them would have in common the natural colleagueship of people concerned
about children and their education, their willingness to collaborate, and
at least the temporary freedom to do so.

To the school ad ministrator who

community, this
looks for greater "cooperation" from teachers, students, and

writer's suggestion is to open school practice to use the opportunities
that are always presenting themselves.
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CHAPTER IV

WHAT THE PARTNERSHIP IDEA CAN MEAN TO TEACHERS

The other side of the coin is that teachers as well as many administrators are seeking relationships more pertinent to professional status.

Their frustrations are different from those of administrators, but perhaps
even mors bewildering.
The core of the teacher's self-image was its moral
obligation. To teach was to serve; it was not just
to earn a living. . • • Her picture of herself as
performing a moral duty did not blind her to evidence that she had little prestige and power in
school and community. Recognizing this low esteem,
she had to struggle for dignity and self-respect.
.
.
•
The four major strands of the Adams teacher's
self-image were as disciplinarian, as director of
learning, as industrious worker, and as one deserving just and equitable treatment. . . • (T)he teacher's conviction (was) that the school environment
was hostile, that she was surrounded by enemies,
and that she needed protection.

The name of the town is fictional, but the teacher is real, probably
in hundreds of thousands, if one may trust a myriad of formal and informal

interviews over a number of years.

There are at least as many "strands" in

her relationships to the school society about her as correspond loosely to
the strands in her self-image:

her relationships to the students, to their

parents, to her colleagues, and to her superiors, that is, the administra-

tion and the school board.

It was the last of these which teachers first

addressed with purpose, when the century-old NEA organized for teachers'
rights.

As West put it at the outset of the decade which saw the rise of

"professional negotiations;"

Press,
44 Gertrude H. McPherson, Small Town Teacher . Harvard University
1972, pp. 29, 53-
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The signs of the middle 1960's are clear: The elementary and secondary public school teachers of the
United States are in a state of ferment bordering on
rebellion. Almost every day in some way in some
school district the symptoms of this condition are
starkly revealed* Some of the symptoms are: an official declaration by a teachers' association that
educational standards in a school system are so bad
that no self-respecting teacher should continue to
make his services available, an illegal strike, a
street demonstration , a refusal to perform extracurricular activities, and similar self-help techniques
that are characteristic of social revolutions* The
phenomenon is all the more startling since it fits
neither the tradition nor the image of the American
public school teacher*
It was not merely the low salaries, large classes, lack of services,

and inadequate materials, equipment , and supplies, West continued, but the

"regimentation" of public school teachers.

Along with the great increase

in teacher preparation had come a sense of professionalism which changed

their view of themselves*

They insist that professionalism gives them rights
as well as responsibilities - the right to exercise
professional judgment , the right to a voice in the
selection of teaching materials, to help plan the
curriculum, to have the rights of full partners in
mak-ing those decisions that affect the conditions
under which teachers teach and children learn* • • •
They rebel at those regimental systems that exist
too often in our large cities where the week's lesson
plan must meet a prescribed standard enforced by a
subject matter supervisor who rates performance on
the basis of adherence to plan rather than how much
pupils learn. They demand the right to influence the
school board and superintendent on policy matters*
Finally, they understand that, in the large depersonalized school systems of today created by urbanization and consolidation, the professional rights they
claim can only b^exercised effectively through collective action.

Saturday Review* October 16,
45 Alan M. West, "What's Bugging Teachers,"
1965.
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Thua militance has played a role in redressing the hierarchic balance,

and collective bargaining has brought about a considerable increase in the
teachers' share in policy decision-making*

It has been only partially ef-

fective in bringing teachers together in a feeling of oolleagueship.

Large

numbers who do not participate in organizational activities willingly pay

substantial dues to their organizations as a valued safeguard to their welfare*

Also, the organizations are in many cases broadening their activities,

and providing educational services to their members, which help to reduce

teacher isolation*

The continuance of militance, however, is already leading

beyond the desired decision-sharing to the crys tali zing of adversary positions.

In a Newtonian sort of action-reaction process, one intransigent and

exclusionary action surpasses another, so that hostilities tend to rise and
separations between staff and school board are more difficult to repair after

differences have been resolved*

Teachers find themselves in a difficult situation:

whan school boards

and administrators draw together in adversary positions, teachers need their

own organizations.

But, the greater the dependence upon the organization,

the more rigid and protective the organizational structure is likely to

become, »nd the more inflexible to change*

The second strand in the teacher's social system is relationship with

colleagues, based on the well established code that a teacher is not to be

interfered with in his or her own classroom.

Once the door is closed, with-

in those four walls the teacher is beyond reach.

Teachers do not visit each

of other
others' classrooms, criticize each other, or countenance criticism

teachers
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The ideal role-expectation that any Arinma teacher held
of a colleague was that ahe show loyalty. A teacher
who betrayed another to class or parent was resented.
.
.
.
The new teachers, with their unfamiliar and
varied backgrounds, appeared to adhere to strange methods of teaching and even to set themselves somewhat
different goals. In so doing they challenged the traditional methods and upset the ritualistic security on
which much of the 0^.d Guard philosophy rested, ... If
she did not interfere or help, the new teacher would
finally accept defeat; "ahe* 11 learn." Until the new
teacher could talk her language, could look at teaching
in her terms, she could not be trusted or confided in.
But on the other h and , suppose the new teacher went too
far in upsetting the old order, as she might without
enough supervision? Maybe something had to be done by
the Old Guard teacher to socialize her. From these
contradictory pressures to interfere and to keep hands
off emerged a pattern of indirect training through innuendo and hint, accompanied by strong hostility when this
approach failed to change the new teacher's behavior.

^

Individual teachers have developed outstanding programs, highly innovative and educative in nature; they may have been recognized by both public press and educational journals, but their work is seldom adapted by

otners in their own schools.

Teachers or administrators from 6ther com-

munities may inquire, but commonly not the teachers next door.

The work

Gillette was doing in Andrew Warde High School in Fairfield, Connecticut,

with "tumed-off" students was recognized by his colleagues and by his
students' parents, but shared by only one other teacher until he received
the Gresham Chair grant of $100,000.

initiated the grant proposal.

^

That other teacher, incidentally,

Only subsequently did other teachers in his

own community come with their dreams for consultation and help, as well as

hundreds from other school districts and other states.

Gillette was able

to bring about change by being placed in a leadership role.

As we have

46 Ibid., pp. 53» 66.
the New England
47 Robert Gillette, holder of Gresham Chair under grant of
1972—1974.
Program in Teacher Education,
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seen, administrators are in a strong position to bring about collaboration

among teacherso

The question can be raised whether, for people claiming pro-

fessional status, and the sense of inquiry and discriminating judgment therein implied, this is enough.

There are many new teachers in the classrooms.

Open education is spreading in various forms*

Is it leading to collabo ration?

The third relationship is that between teachers and parents.

It is com-

monly called the natural partnership, attested by well over three-quarters
of a century of parent-teacher associations in practically all schools*
Actually, there are few relationships more complicated with emotions.
"To wish a child well" does not mean the same thing to
parents and teachers, and the fact that both are concerned with socialization, education, and the best interests of the child does not eliminate the fundamental
difference between the primary relationship of the parent and child and the secondary relationship of the
teacher and child. The parent has particularistic expectations, the teacher, universalistic expectations*

Although the teacher wanted support and respect, her
own expectations for the parents made it impossible for
to give the parents what would produce this support and
respect. The core of the teacher's expectation was
that a parent respond as the teacher did, to be universalistic, which meant to be objective, rational, and
realistic about the child. The teacher believed that
few parents lived up to this basic demand. ...
Parents did, occasionally, come to see the teacher after
school ... to ask for special help for a child whose
marks were low or whose behaviour was disturbing. But
such requests for help were often reinterpreted by the
teacher as backhanded criticism, which made her defensive and hostile, or as true humility, which encouraged
her to humiliate the parent even more. The teacher was
usually put on the defensive in a parent— initiated contact, and the parent was put on the defensive in a teacher-initiated contact. Rarely did a teacher seek out
a parent to praise a child. Rarely did a parent come
exto school to compliment a teacher. Since contact,
prothe
primarily
was
conferences,
formal
cept in the
duct problems on either side, there were few positive,
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warm, and simply friendly interchanges between teacher
and parent. Contact thus tended to leadJto overt or
covert blame by each against the other.

The frequency with which attendance at PTA meetings has become an item
in professional negotiations - distressing to lay leaders who regard PTA as
a wholly voluntary organization - suggests that teacher-parent relation-

ships are commonly regarded as problematical.

Late in 1968 The PTA rla^azme

through a survey of its readers collected grievances of parents with teachers
~nd of teachers with parents and published representative samples in the

December and January issues respectively.

Parents were concerned about

unsafe playgrounds, unsupervised playgrounds, inadequate cafeterias, inadequate curriculum, poor equipment, unwillingness of principals to hear ideas,

icy reception in parent-teacher conferences, being "told” instead of consulted.

Teachers complained of parental disbelief in a child's limitations,

parents' requests to give their children extra help, parent pressure for

better grades, parent excuses for poor work, parent tantrums, parental belief of the child's story when a difference arises, parental apathy in im-

proving schools.
The long list of grievances bespeaks not only general lack of collabor-

ation between the prime movers in a child's life, but poor communication.
It suggests that parents and teachers do not know each other as people.

When the teachers' chief contact with the community is with the parents, and
are the
the parents who know the school mainly through their child's teacher

not reassuring.
core of school support in the community, the implications are
of
This would help to account for the uneasiness which the question
and other
accounting for educational achievement has created among teachers

48 McPherson, op. cit., pp. 121, 134, 130
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educators.

Their uneasiness is undoubtedly related to the distrust of
pub-

lic understanding of what is measurable achievement and
what is not, or at

least less, measurable.

If the public does indeed have so little under-

standing of these concerns as educators appear to believe, it can only be

attributed to the walls which have been raised between schools and their
communities.
The fourth strand of the teacher's relationships is with the student,
as "disciplinarian and director of learning."

The goal sought by the teacher, that the pupils learn,
that they achieve a definite academic level during the
course of the school year, was basic, but its accomplishment was only justified in the teacher's eyes if it
was achieved. through the legitimated means of docility
^
and effort.
The evidence accumulated since Pygmalion in the Classroom

50

was pub-

lished in 1968 has been convincing that teacher expectations do affect stu-

dent learning; the reverse Pygmalion effect demands even greater concern,
however, that students are deterred from learning.

51

In the meantime some

English research indicates that teacners' attitudes influence not only students' academic performance but their friendships and perhaps their futures

as well.

Wash studied 152 pupils who were transferred from different elementary schools to a single larger school on
the outskirts of Edinburgh. Within a short time, nearly all had joined cliques, based not only on social
class or intelligence, but on how their teachers had
acted toward them.
49 Ibid, p. 84
50 Robert Rosenthal and Lenore Jacobson, Pvmalion in the Classroom , Teacher
Expectation and Pupils' Intellectual Development . Holt Rinehart &
Winston, 1968.
91 Jere E. Brophy and Thomas L. Good, "Teacher Expectations: Beyond the
Pygmalion Controversy," Phi Delta Kapoan, December 1972, pp. 276-8.
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The children are now in what the British call "unstreamed"
classes. Later they will be divided into three "banded
streams" on the basis of scholastic ability. . . . "It
is as near a sociological certainty as anything can be,"
says Nash, "that most of the boys in clique 1 are headed
for band 1, those in clique 2 for band 2, and those in
clique 3 for band 3. It is the children in clique 3 who
will become increasingly difficult as they become older
and who will need the most teaching."
The overwhelming feeling among students and parents is that teachers
do not really know their students other than by behavior, with notable exceptions, and there is little evidence in the literature of teacher educa-

tion to counter this view.

The obvious assumption is that it would be more

than time and energy would allow.

Until fairly recently most parents and

students accepted this situation, whether they liked it or not.
As understanding the learning process becomes more important, however,
the question becomes more insistent}

if teachers do not know their stu-

dents, or know them very little, is it not hard to tell when they are

learning and when they are encountering problems?

Classroom tests can tell

when they have encountered problems, but not necessarily where the difficulty lies.

Children are so adaptable that they are generally able to take

direction and turn it to use in their own learning methods; yet it is obvious that as a teaching method direction falls short.
The teacher's behavior to a child is freighted with even more than

effect on his self-image.

When a teacher knows a child well enough to think

of him as another human being, the teacher's attitude, and style of teaching
as well, undergoes a subtle change.

The child is no longer a 3ort of living

puppet to be placed according to plan, kept under control but moving, but a
52 Roy Nash, North Wales University College; research reported in Behavior
Today. December 17, 1975*
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person with opinions and ideas to which the teacher feels response,
and
therefore to whom a certain respect must be paid.
enlivened and responsibe.

treating him with equality.

The child is evitably

Treating a person with respect is very close to
It was perhaps with something of this sort in

mind that the director of the U.S. Dependents Schools, European Area, serv-

ing some 115,000 students, advised the school principals of the Area as
follows:

New ways of dealing with students may be much more
educative than any change we might make in curriculum, and sometimes changes in administrative structure and changes in curriculum may not make much
difference if we don’t find the right way to deal
with students. I ask you, is it possible for us to
establish a relationship with students where we consider them as equals? I'm not really sure that in
the end establishment of students as equals with teachers and administrators might not be a more educative
thing for the students than anything else we might do.
I think unfortunately what we have done too often is
consider the rights of the institution, the school, if
you will, as a passer-on of the culture rather than as
a place where we may practice the techniques of releasing the creative energies of children. It's quite
possible that the great emphasis we place on conformity
and the rules we make are not in keeping.,with our objectives of developing the individual.
Thus it may not be so much knowing the student well as it is the quality of the relationship which makes the difference in student learning.

Be-

ing treated as equal causes any person to rise in self-esteem, and causes

most of us to respond with greater responsibility.

Treating students as

equals would amount to taking them into partnership in the educative process,
and thus actually sharing responsibility for learning.

Teaching would be-

)

come a less one-sided affair.

Some teachers would feel the loss of a sense

Berchtesgaden,
53 Joseph A. Mason, USDESEA Administrators' Conference,
October, 1971
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of control, analogous to that the school administrator might feel
in

ne

responsibility with teachers, and perhaps also some little distrust of their

own abilities to manage a classroom without accustomed controls.

But, by

entering into partnership, teachers have not abrogated the emphasis on mutual respect, but rather increased it.

with children;
some adults.

It does mean a difference in dealing

it means honest dealing, which may entail difficulties for
It means abandoning manipulation through loaded questions, a

habit many adults have acquired in a defensive society, in favor of encouraging objective thinking on the part of students.
One of the "partnership schools" described in the first chapter, Vest-

minster West, particularly impressed its observers by the responsibility the
students assumed for their own learning, responsibility seen to derive from
their treatment as individuals.

Very young students often initiated learn-

ing and teaching procedures, materials, and fairly complex mechanisms.

Perrone and Strandberg point out;

All normal people, including children, act primarily
out of a sense of purpose. ... Our sense of purpose
gives learning whatever integrative quality it has.
Achievement tests, typically used to measure accountability, simply are not sensitive to the intelligible
quality of human action. They are not able to capture
the intentional aspect of learning. • • • Education
must be about nothing less than nurturing free and
responsible persons. In being accountable to children
(something educators talk about very little), we can
do no less than evaluate their succe^ in relation to
the intentions they themselves form.

Such a different view of teaching opens the door to partnership with
all the components of a school society, beginning with parents.

When the

on Accountability,"
54 Vito Perrone, Warren Strandberg, "A Perspective
Teachers* College Record. February 1972, p. 552.
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student is recognized as a partner in rather than object of the educational
enterprise, the relationship changes between parent and teacher.

The neces-

sary concern for both is to relate to the student's own purposes, so that
the supposed conflict between universality and particularity tends to dis-

appear.

Perrone and Strandberg describe experiences supporting the feasi-

bility of objective discussions on such a level.
Three years of rather intensive discussion with several
thousand parents in communities throughout North Dakota
and other parts of the United States has made us sceptical
of the knowledge most school officials possess of parental
interest in education. Some of our initial meetings with
parents were awkward - it was the first time many of them
had talked about educational issues. But interaction with
these people has provided us with more insights into education than we ever gained in our professional training.
They clearly recognize that children are different, that
they learn in different ways and have different interests,
and they believe that schools should affirm this basic
understanding in practice. They are sensitive to the
effects on children of rejection and failure. Their awareness that a separation existed between the school and the
home - that what children were about in school did not
carry over into the home, and that children's interests at
home were not beginning points for study at school - was
enlightening. For them, it was simply "common sense" that
such activities should intersect, and that such an intersection would cau|jji their children to become more interested in school.
The "intersection" of student activities necessarily begins with a

conjunction between parents and teachers.

It can be casual and informal,

sharing information, sharing activities if aesired.

It has long seemed to

performance
the writer that the most useful method of accounting for school
in school in
is one of continuing collaboration, accounting for what happens
be.
any area that is questioned, whatever the performance may

56

There are

55 Ibid., p. >4b.
Massachusetts Advisory
56 Charlotte riyan. The State Dollar and the Schools ,
Council on iiducation, 1970, pp. 21—22.
.
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also numerous community concerns such as alcohol or drug abuse,
juvenile
*

l

corrections, or mental health which allow both parents and teachers to set

aside their ordinary roles and work together as individuals with different
expertise.

In such activity teachers and parents gain a respect for one

another's strengths that carries over into a substantive colleagueahip.

Such a relationship immeasurably improves the learning climate for students*
>

>

It also creates far-reaching change in classrooms*

The students and teachers who operate in the four-walled classroom,
that is, in isolation, develop the conviction that other groups are unimportant, no matter what the subject matter of the curriculum says*

They learn

to be individualistic, competitive, and also prejudiced - because they have

no opportunity to learn by experience how groups are interrelated and depen-

dent on one another.

So they grow up in isolation, and when they leave

school they take their walls along with them.

Building a school-community interaction in which teachers are active
participants, as individuals, along with students and other citizens, on
the other hand, helps students to understand how they relate to other parts

of the society to which they belong.

This is particularly important where

community groups tend to insist on isolation.

While developing cooperative

skills, which are the basis of cooperative living, they grow up with less

suspicion, less competitiveness, less prejudice, and they are more inclined
to take responsibility wherever they are because they have more trust in

others as well as in themselves.

This has particular merit in a period in

which society finds itself under some stress, and centrist public policies
are increasing.
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The second strand in the teacher’s relationships was the teacher's

colleagues.

The question is how the isolation can be transformed into

partnership.

A group of principals and teachers attending a "Teachers' Woodstock"

^

in Fairfield, Connecticut, expressed frustration in their attempts at change
in their own schools.

It developed in discussion that most of those present

had worked in some sort of task force to bring about change, but the groups

had in each case been limited to those with common interests and were lacking in both dissidents and decision-makers*
It is usual for those who wish to bring about change to bring together

tuose who are like-minded to develop their strategies.

The underlying

thought seems to be, "There is time enough to test our proposal with others

when we have worked it out for ourselves, when we have perfected it."

In

thus limiting themselves, however, groups commonly overlook significant

factors which dissidents could have pointed out.

When it is later recog-

nized that other factors must be dealt with, it is harder to weave the

necessary solutions into the fabric of a proposal which has been designed

with limited purposes.

It may then be impossible to gain necessary support

of others who were not there.

The first rule in collaboration for change is

to involve all who may be concerned.

Another change method is the development of a collaborative climate,
for this allows opportunities to be used as they arise.

One delightful in-

cident is a case in point:
The idea for Riverside's "little switch" just seemed
to rise like a cloud out of an ordinary Monday faculty
Gillette, op. cit., June 22-24, 1973
57 Workshop under leadership of Robert
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meeting* An exhausted teacher had groaned something
like "You can't appreciate the schedule I have. You
ought to be in my shoes, put in a day like I just put
in" and a bemused staff responded with "That's not a
bad idea." An experiment grew out of this exchange*
"I collected all the names in a hat," says Norma Gumbiner.
"Everybody who wanted to take part." . . .
Almost the whole staff eventually joined in. . • *
After the first collection of names, Norma went around
again and everybody drew a new identity*

Everybody agrees that there was a gay holiday spirit
in the building that day. Kids were aware that there
was lots of laughter and good feeling. Teachers commented that the kids rose to the occasion, took events
in stride, and were very helpful in explaining the schedules they were accustomed to follow, picking up on their
own work and making themselves agreeable and cooperative.

Afterward the sentiment among Btaff members was that the
experiment was a great success and should be tried again
for a longer period of time* . • • "I had a ball • • •
it was the greatest way to become principal in a hurry*
It gave me an insight into how much has to be done with"There's a great value in
in a limited time*
kids seeing adults in other roles than the ones they're
accustomed to." She marked a very real difference in
the kinds of teaching methods that would be effective
with children of different ages. ... "For one t hing,
they're taller. That seems a funny and obvious thing to
say, but when they come up to you, you see their eyes.
That immediately gives you a different perspective."
"It made people a little more empathetic about each other's jobs. It left us all with good friendly feelings."

..."

This incident involved practically the whole school.

It is unlikely

it could have happened without the concurrence of the principal; more,

without the understanding that the principal would concur.

School admin-

climate
istrators, particularly the building principal, is often key to the

- in which teachers operate*
and dynamics of the social system - the school
Two contrasting incidents illustrate this point quickly.

Some three

from "central
years ago in a New England city system a directive came

Princeton (N.J.) Regional
58 Wednesday . Vol. 7, Issue 5» February 6, 1974,
Education Society.
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office" that the four social studies teachers in a junior high school were
to undertake "team teaching."

It was judged by one of the four teachers

later that one of the group was interested, one was opposed, and the other
two were "willing."

But no steps were taken for orientation, or any sort

of discussion, and literally nothing happened.
ive was withdrawn, again without explanation.

Two years later the directIn this instance the teach-

ers involved felt no freedom or incentive for taking initiative, even to

call each other together for an exploratory discussion.

Telfer relates an incident in which a science guide had been developed
in the "front office" and issued with a directive for its use; the guide

was ignored.

Some months later a newly appointed director of instruction

assessed the situation and in a group meeting simply asked the teachers for
suggestions about science instruction in general.
of volunteers was formed to write another guide.

Within minutes a committee
59

Recent research under the Kettering Foundation Program in eight California schools found that a number of teachers who had had an important impact on their school's ability to attain its goals had been motivated from

within the school:

Something had triggered their motivation to improve
the status quo, and it was largely related to the
dynamics of the social system in which they were
operating. The "system" had in fact fostered and
nurtured their growth and desire to improve, and it
was quite unrelated to their age and tr aining. The
high organizational renewal schools were generally
found to have individuals who cared enough about the
goals and values of the school and felt enough sense
of control and power^jo modify and improve them on
a continuous basis.

Key to Curriculum Improvement,"
59 Richard G. Telfer, "Staff Involvement,
The Clearing House , May 1969, pp. 539 ff«
60 Williams et al., op. cit., p. 70.
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Secondly, the principal was found to be key to the
motivating climate:

A high level of organizational renewal cannot be mandated through district directions, but the principal,
as the officially designated leader, has considerable
power to either encourage or discourage the OR process.
The principal must recognize staff needs for such
things as the opportunity to try new methods without
the fear of being reprimanded. When a principal is
consciously aware of his teachers' professional qualifications to instruct children, there is a much greater
opportunity for the school as a unit to attain its desired objectives. If, on the other hand, the principal
is more concerned with making a good impression on the
district superintendent, maintaining his role as the
authority figure, and pushing his faculty for productive output, there is less opportunity for faculty involvement and, therefore, the (21 process will suffer.
To achieve goals, to implement change, and to create a
dynamic enthusiastic environment in which to work, a
principal must be more heavily concerned with his staff's
needs than he is with the institutional requirements.
Getzels goes one step further in that he suggests dynamic leaders should have the ability to^alter their
leader behavior to suit the situation.
It will be recalled that the teacher's first strand of relationships

included more than the principal, that is, the superintendent and school
board as well.

If the partnership is to be complete the question of nego-

tiations must be dealt with.

It seems to this writer that the legal respon-

sibilities of school boards and the interests of teacher organizations in

sharing decisions about assignments, curricula, and working conditions are
not really at odds.
has agreed.

At least one state education association president

The president of the Idaho Education Association, Mrs. Louise

Jones, expressed a wish for other than an industrial model for professional

negotiations in a letter to the superintendents of the state.

Subsequent

correspondence with the superintendent of the Independent School District
61 Ibid., pp. 40-41
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of Boise City led to a cooperative program of more th^n two and a half

years involving teachers, administrators, students, and other citizens.

The starting point from each point of view was
Boise Schools?”

,r

What do I want from the

The group met at two-week intervals; starting with butcher

paper to list every possible problem, they continued in the process to develop priorities and goals.

The final outcome was a model of decentralized

administration and decision-making.
Budget, evaluation - certainly with participation of
students, student council, the PTA, or whatever other
group - are important functions. When you visualize
what may take place in the second year with the whole
recycling, with the involvement of the community, the
principal, and the staff having a "feel" for the total
process, you can see the concept begin to function.
At this point, the goals of the institution and the
objectives of the individual become one, and this is
the essence of the model. ...
We have an example at one school where, unless the
principal sits down with at least ninety parents at
tliat school (that is practically the total parent count
for the particular grade level), monthly, and with his
faculty to explain what is going on in the school, he
knows the program will fail.
We don't think that the concept is going to negate the
need for negotiations; we simply think that it is going
to place the emphasis on negotiation in an entirely
different light.

The process was to involve a district council with elected representatives from each of the schools for active communication, with decisions being

largely made by school staff and the principal assuming a role of facilitator rather than director.
Two fast-growing developments would seem to make imperative such broad
trust
efforts to enable the various members of the school community to learn

62 Youngerman, op. cit
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of one another to the point of active colleagueship.
catch-phrased, as "accountability:”

One ie the movement

the cost-based conviction spreading

across the country that schools should account for what they do in terms
of student achievement*
The other movement stems partly from a long-standing organisational

concern that teachers become responsible for competence within their own
ranks; but it has become involved in the public pressure toward accounting

for educational achievement*

This is the movement for evaluation of teach-

ers by classroom performance, for certification, for employment, for salary

increases.

It comes to action on legislative floors just at the time when

costs are a greater public concern than quality of education, when educa-

tion holds relatively low political status and its problems are less likely
to attract public sympathy, and when institutional hostilities between

teachers and school boards have not yet abated*

Evaluations of teaching competence are of course made all the time by
school administrators, for various purposes*

After a great deal of politi-

cal activity, in which not only the teachers but other professional organizations have been involved, new laws enacted in California and Massachusetts

require substantially peer evaluation for certification*

The questions of

what competences shall be evaluated have nowhere yet been resolved*

Pitman points out,
Competency-based
certification necessitates specific evaluation of
competencies selected which is certainly better, in
terms of the value collected, than vague and global
measures. Less vague measures should be less subject to subjective judgments and arbitrary decisions.
However, as one develops more specific competencies
and consequently focuses evaluations the more import-

A paradox of sorts is generated*

As
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ant the selection of competencies becomes. True, there
will be less subjectivity in an operational sense, but
then the argument centers over what competencies should
be evaluated. In effect the argument shifts from the
actual measurement techniques employed to more general
value questions which may be extremely subjective. If
the foregoing is valid, a major implication is that
effective use of broadly based consortia is essential
for developing a consensus on values so that evaluation,
procedures can be developed from a common value base. ^

In effect, it seems to this writer. Pitman's argument poses the neces-

sity of collaboration as a base for any evaluation procedure, if only because
there must be agreement on values for the outcome of evaluation to be acceptable.

For the individuals being evaluated, and for teachers generally,

there must be trust in both colleagues and process if the new procedure is
to be tolerable.

One can only guess at the discomfiture that would be

created in schools by a certification process that was not trusted.

It is

all the more important, therefore, to recognize that the expectation of fair

and perceptive treatment
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can be met only through the kind of trust that is

created by involvement in collaboration - collaboration which is not limited
to certification questions*
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The law may mandate evaluation by peers, and a commission may be em-

powered to detail procedures, but collaborative processes are not susceptible
63 John C. Pitman, SumpArv of Actions Taken by Selected States Involved in
Developing Competency-Based Certification Systems . New England Program
in Teacher Education, August 1973*
64 Keference to the Adams teacher's self-image, p. 50 above.
Teacher
65 PBTE, published by the Multi-State Consortium on Performance-Based
the
of
Education, says editorially in its February 1974 issues "One
thanes in current educational thinking that has possibly the greatest potential, but little empirical data to support it, is collaboration. One
of the best materials PBTE has found dealing effectively with this area
is the 'Shared Decision Making: Professional Development Program,' published by the Association of California School Administrators."
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to mandate.

The change from separatist to collaborative habita occurs in

individuals much as learning occurs; it is an interactive process.

It iB

facilitated by small groups in which individuals learn habits of equal partnership.

It can be encouraged, particularly if teachers are granted the

incentives of determining their own goals - both professional and personal.
It is assisted both by official approval and by skill counseling as desired.

But the learning experience is individual; what one individual or group has

learned may not be transferred to another.
Thus, if consensus on values as a part of the certification procedure
is allowed to depend on some formal statement taken at state level, much as

states have promulgated "goals for education" to local school districts, the

procedure will almost certainly fail.

It is the process by which individuals

reach consensus, the sharing of views and perspectives, and the growth of
ideas toward consensus, which develops trust in the evaluation based on the

values agreed upon.

Therefore it is indispensable to the evaluation proced-

ure for the evaluators and the teacher evaluated to share the process of

reaching consensus.
In the perception of those who expect that teams will be appointed to

evaluate teacher candidates for certification in the manner that schools are

now commonly evaluated for accreditation, such a procedure could well seem
logistically impossible.

The fundamental difference is that certification

should be, not a gateway to be held or an obstacle to be surmounted, but a

growth step in the education of teachers; the evaluation is a procedure in
institution,
wiiich building colleagues participate along with the preparing

and perhaps otner interested parties such as students and parents.
i

\

'

For the

1

an
participating teachers certification of the new practitioner is both
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additional learning experience for themselves and a contribution to the

growth of their profession.

Inservice preparation of the candidate for

certification would become a part of the ongoing collaboration within the
group.

In such a process the candidate becomes highly self-evaluative.

If

teaching had by any chance been a poor vocational choice it would become

clear to the applicant long before the date of final determination; if on
the other hand practice confirmed the choice of profession the daily friend-

ly contact with colleagues would greatly increase professional growth.
We have looked at the four elements a fairly typical teacher, the

Adams teacher, saw in her environments
colleagues, and her institution.

the students, their parents, her

The evidence relating to the teacher's own

interests in respect to each of these strongly suggests the merits of active
partnership.

The larger question of accounting for educational achievement

which has created so much uneasiness among teachers and other educators must
become a shared concern with both students and community, and a shared
activity.

’When

there are inadequacies or other problems, the action taken

is not to single out for blame, which is logically inappropriate in the edu-

cational enterprise in any case, but to join in analysis of need.

Without

the artificial walls between teachers, and between teachers and other members

of the school community, there is room and incentive for growth as there can

never be under the present unreal conditions of isolation.
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CHAPTER V

STUDENTS IN EQUAL PARTNERSHIP
\

\

.

Adults have been exceedingly slow to admit students into
collaboration

on equal terms.

One could wish that the means had been more clearly the

recognition of the skills and motivations with which students respond
to
opportunity, as well as the indubitable resourcefulness with which youth

makes its own opportunities.

Reality urges, however, that a much greater

stimulus has been the action of the courts on the constitutional rights of
students as persons.

Student pressure for involvement in educational decision—making was

virtually ignored until growing student unrest forced public attention and
the initiation of court cases.

Now, as a growing body of court decisions

delineate the legal rights of students, the notion of student participation
in some of the decisions about their own affairs presents an irritating dilemma.

Most school administrators, particularly high school principals,

feel students must be "controlled” for their own safety and to ensure their
access to academic opportunity.

It is understandable from the traditional

hierarchial governance of schools that the problem in permitting students
to be involved in their own governance may be overwnelmingly a problem of

mass.

Most administrators and many teachers deal with students in numbers,

and the notion of a mas of individuals is threatening,

^notional problems

arise from any demand for decision-sharing , and the problems of sharing

with students are compounded by the classic threat of young to old.

Pride

is involved, and, however mistakenly, apprehension for one's ability to

maintain status
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Thus the high school principal, particularly, is feeling very much "in
the middle" in an uneasy adversary situation.

It is not surprising that the

growing body of court decisions has turned feelings more toward control than
toward involvement of students.

A recent issue pf the official newsletter

of the Massachusetts Secondary School Principals Association reviewed the
\

court decisions of the past year on such problems as locker searches, dist-

ribution of literature, dress codes, and disciplinary hearings, and concluded that, "for the most part, the courts, without abandoning the emphasis

on individual constitutional rights of students, have broadened the authority of school officials."

^

Nevertheless, the association formally opposed

a student rights bill carefully prepared by the state Strident Advisory Council to codify existing court decisions, even though it was filed by the

state Board of Education.
In January of this year the National Association of Secondary School

Principals warned that new laws in 42 states granting rights and responsibilities of adults to 18-year-olds have raised difficult questions about re-

quiring parental permissions for absences from school, participation in
athletics, handling report cards, attendance on field trips, and other

school matters.
.

,

controls#

At least one district has gone to court to retain these
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satisfacNevertheless, high school principals are beginning to express

tion that the times of disruption have passed.

In March the national assoc-

findings as follows:
iation released at its annual convention survey

66 The MSSPA Bugle. November 1973.
67 Education UbA . January 21, 1974.
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A majority of the 2,000 young people interviewed in
a national probability sample by Gilbert Youth Research Corp. , said they were sold on the worth of
their high school education, pl$n to graduate
are tending to take on their parents' views regarding jobs, politics, and school* 8
The headline reads, "Today' 3 Students are Straight Arrow."
'
*•
.

•

y

Has a fundamental question gone begging here?

School administrators

commonly stress student responsibilities in relation to student rights; part
of the dilemma is the question, what is responsibility?

and, how do young

people become responsible citizens?

Many a high school educator has defined responsibility in practice as
obedience to autnority - the hierarchial nonn.

Students are saying;

Students are members of a school community. They
spend a substantial portion of their lives living
and working within the confines of that community*
The decisions made in governing that community have
a very direct effect on their lives. Consequently,
they have a legitimate right to participate in
shaping those decisions*
In these terms student involvement becomes equivalent to what adults

call responsible citizenship*

The evidence that schools have been teaching

responsible citizenship in recent years has been put in question by disap-

pointing results from the survey of the national Assessment of Educational
Progress.

Less than half of 17-yearw>lds and of young adults knew how to

constiuse a ballot, and large numbers were unaware that civil rights are

tutional rights.

Political knowledge and aptitudes ran substantially below

the expectations of the NaEP panel.

70

Wien 18-year-olds came into the

68 Education USA , March 11, 1974.
Journal , Massachusetts Associ69 Dean A. Young, "a Legitimate Right," mSC
ation of School Committees, March 1973*
of the States.
70 nakp Newsletter , December 1973 » Education Commission
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suffrage, the student vote was no larger proportionately than the
over-21
vote.

There were scattered youth candidates, but no reported impact to
bear

out predictions of either proponents or opponents of the under-21 vote.

The

"straight arrow" survey concurs*

Interest in politics is practically zero (l$>) among
today's high school students . . • and only one in
ten stated a willingness to run for elective office.
iiaphasis on civic education has not been lacking in many schools.

Aft-

er a CBS National Citizenship Test several years ago which won an "excellent"

score from only 10 percent of a major national audience, and a "poor" score

from 61 percent, civic education was quite generally taken out of dependence

on books.

Teachers took their classes into municipal meetings, courtrooms,

and political campaigns, in the effort to show how the adult community operated.

Another resurgence in civic education seems to be coming out of the

national phenomenon known as Watergate.

A northeast regional convention

for teachers focused on the questions Watergate raises for the classroom.
But, if the resolutions which the convention adopted are indicative, and if

subsequent publications for teachers' use are indicative, education for citizenship still concerns itself with what goes on outside the school.
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There is little reason to feel, in the writer's view, that classroom

discussions and political field work, however interesting, will of themselves

develop responsible citizens.

The NAEP survey found a very high percentage

of democratic attitudes, higher than expected, but, as was indicated above,

not the understanding necessary to carry them into practice.

Only the habit

partiand expectation of participation in decisions of actual moment to the

Assoc71 e .g. It Starts in the Classroom. National School Public Relations
about
teaching
iation, January 1974. All 15 instances of exemplary
Watergate pertained to Watergate itself.
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cipflnt can be effective education for adult citizenship .

And this is the

nub of the schools' dilemma.

A major study with strong implications on this point was a 21-month
field survey of almost 7 #000 junior and senior high school students in the

greater New York City and Philadelphia areas.

Students were given a form

with the following question:
Sometimes a group has trouble being as democratic as
its members would like it to be. Sometimes a person
is not sure what is the democratic thing to do. Other
times it seems as if no one can change the way things
are enough to make a democracy work in a place like a
scnool or a town. When someone wants to do new things
or do things in a new way, it can start a fuss. Please
write about one time when something like this happened
to you or you saw something like this happen in your
group or your school.
The students were then asked to indicate "which of our names for problems
in democratic behavior" fitted the story best:
making, due process.

dissent, equality, decision-

The students were usually interviewed in social studies

classes, which means not only that they were not pre-selected, but also
that the administrators and teachers accepted the project's purposes.

Westin

writes:

The principal findings of the survey are that a large
majority of the students feel they are regularly subjected to undemocratic decisions. These are seen as
unilateral actions by teachers and administrators that
deny fundamental rights of persons to equality, dissent,
or due process, and of members of an institution to some
meaningful share in its rule-making processes. Students
feel that the results of the dilemma situations are bad,
and report increased levels of dissatisfaction, tension,
frustration, and anger with school as a result of the
outcomes, because they cannot see ways to resolve their
Crisis Agej, An
72 Alan P. Westin and Deann Murphy, pivic Education in a
Research Project
of
a
mmar
Su
y
Alternative to Repression and Revolution
for American
Curriculum
to develop Objectives for a New Civic Education
College,
Teachers
and
University
Secondary' Schools in the 1970' s, Columbia
September 1970.
.
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dilemmas through the use of alternative means, they
register strong feelings of power lesaness. Taken as
a whole, the survey finds that a majority of these
students perceive their schools to be essentially
undemocratic institutions. ...
Some observers may have been inclined to brush aside
recent secondary school demonstrations
protests
as the work of a few radical agitators, or an imitative
reflection of college trends. But our survey suggests
that the great majority of students in secondary
schools - the supposedly "silent majority" - is becoming increasingly frustrated and alienated by school*
They do not believe that they receive individual justice or enjoy the right to dissent, or share in critical rule-making that affects their lives.

The participating students included a broad mix of socio-economic status,
race, religion, and nationality.

Their schools were lower class and middle

class, urban and suburban, with one school for gifted students.

Almost 70 per-

cent of the students placed their problems in the category of decision-making;

more than half were in the area of school governance; most were concerned
Political issues were clearly

with personal rather than distant problems.

seen in personal and individual terms rather than in group or institutional
terms.

More than three times the number of dilemmas concerned conflict with

authorities as conflict with peers, and twice as many involved conflicts

with persons as conflicts with institutions*

More than 80 percent of the students offered no alternative solutions
to their dilemmas.

Less than 20 percent of the respondents felt they had any

options, and these largely by "conviction" that options must be possible;
the remainder saw themselves as relatively powerless.

accepted
The available means of resolving a conflict was overwhelmingly
to be unilateral decision by authorities.

Less than 17 percent mentioned

"talking things over" which could be defined as negotiation.

Altogether,

by use of force,
less than 20 percent of the conflict incidents were resolved
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and over half of these involved use of force by authorities toward subordinates.

In other words, a very small percentage suggested use of force by

subordinates against authorities©
In cross-sectional analysis, dissatisfaction was greater among high

school than junior high school students, but there was no evidence of devoid

opmental change in the ability to see alternatives for action.
no differences in use of force in suburban and urban schools.

There were

Suburban stu-

dents mentioned school governance issues more often, and also more unilateral decision-making by authorities, whereas urban students described more

equality and due-process incidents, and more conflict resolution through
force.

There were differences between schools with predominantly black stu-

dents, but not between predominantly black schools and predominantly white

schools.

Westin's summary continues;
If this is true, then our schools may be turning out
millions of students who are not forming a strong and
reasoned allegiance to a democratic political system,
because they receive no meaningful experience with
such a democratically-oriented system in their daily
lives in school. For them, we should remember, public
school is the governmental institution which represents
the adult society in its most direct and controlling
aspect. If we do not teach the viability of democratic
modes of conflict-resolution, and win respect for these
as just and effective processes, we will lose more and

more potential democrats.
to conOne may relate the evidence of the Westin survey for inability

to perceive
ceive alternatives for unsatisfactory solutions, for inability

for lack of exstrength in group action, for emphasis on self-interest, and

differences, to
perience or knowledge of democratic techniques for resolving

involved."
that widespread national malaise called "don't get
suggest
ences between the Westin survey and the NAS3P survey

The differtiiat

most
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students are themselves not relating their immediate
grievances to their

long-term interests.
involved.

Two examples may illustrate the educational question

One of the stories given by a student in the Westin survey
con-

cerns a still controversial issue:

Numerous incidents have taken place in this school
which indicate a conflict of interpretation of democracy has taken place. One such incident which
not yet been overemphasized is the student's right to
privacy of his locker.
•>

A discussion was held between interested students

qnd

the school's new superintendent during which the superintendent said he would not hesitate to search a student's locker if he felt that illegal drugs might be
found and confiscated from the locker. He would then
immediately inform the police, he said.

The question involved is clear: Does the student have
the privacy of his locker? Two opposing opinions arose
from the situation. The superintendent felt that it
is the duty of the school to protect the students (whom
he felt might be harmed by the drugs) and to uphold the
law illegalizing these drugs. If, in the process of
doing so, students' lockers would be searched (without
warrant) this was justified, he felt. It was not clear
whether he felt the constitutional right to privacy did
not apply to students, lockers, or cases where drugs
were involved.
The students felt, of course, that they like all Americans had the right to privacy of property. This would
mean that students' belongings including their lockers
(which are temporarily theirs) could not be searched
without a court-issued warrant.

In the end (if this is the end) as usual the administration made the final decision and (perhaps contrary
to the precedent set by ACLU in court which said students, too, are guaranteed the constitutional rights)
lockers may be searched at any time by the higher ad7

ministrators.
296 A2d
73 Westin, op. cit. Cf. New Jersey, State v. G.C. (a juvenile),
stuschool
public
of
rights
privacy
"The
stated:
1U2. 1973. The Court
investiin
interest
governmental
dents must give way to the overriding
gating reasonable suspicions of illegal drug use, even though there is
an admitted invasion into constitutionally protected rights."
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This student was reported as unusual among the respondents in the
survey in that she related processes in school to the democratic rules
of
the larger community.

But the administrator turned a potential learning

opportunity into an adversary situation.

The school has legal obligations

but it also is accountable to students for value clarification

in handling a complex set of responsibilities.

guidance

Like all problems which are

evaded this one keeps coming up until it is handled honestly and educationally.

The second example relates to the first:
Two years ago school administrators in Massachusetts faced a new state

law lowering the

11

drinking age" to IS by attempting legislative action to

postpone the effective date of the law, but evaded the question of how ad-

mittedly nominal and totally inadequate alcohol education in Massachusetts
schools was to be improved during the year of grace.

74

It was left to the

state PTA to initiate with the help of the state Departments of Education

and Public Health a program of effective teacher education and curriculum
in responsible use of alcohol.
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The effectiveness of such education, as

with drug abuse, depends more on attention to attitudes about drinki ng and
to value clarification than on presentation of facts; and the realm of values
76
is still very cautiously approached in schools.

Because of the pressures

for drug and alcohol education, school committees will accept the inservice

courses for such teachers as volunteer to take them;

by such means attitud-

74 Official correspondence, Massachusetts PTA, 1972.
75 Ma«.q«ahuaetts PTA Bulletin. September 1973
of principals
76 cf. Education USA . April 25, 1973: "As much as the majority
School
Elementary
(at the annual convention of the National Association of
values
use
of
Principals) appeared to agree with (Sidney B.) Simon (in the
and
clarification in teaching about death), the realities of the school
...
principal
one
Said
focus.
into
brought
the community were quickly
telephone is going
'As soon as I try something like that, you can bet my
every laboratory
about
just
in
to start ringing off the hook. ' Principals

session agreed."
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inal education will spread, but much more slowly than the need warrants
so

long as the impetus must come from outside organizations.

For the present

most students are left to follow the administrators' lead in

0f

drugs or alcohol as a "rights" controversy in an adversary situation rather
than a matter of personal values and health education.

The feelings of the students represented in the Westin survey about

participation, and the lack of it, have been borne out by other surveys in

different parts of the country.

77

A Life poll

of more than 100 schools

found that more than half of the students, though only a quarter of the

parents and teachers, thought student participation in decisions affecting
them "very important."

House
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had similar findings in Detroit.

Buxton
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report 81 percent of 813 students in three high schools,
and Prichard
urban, suburban, and rural, in three southern states, as perceiving "teach-

ers to be violating the right to respect for their (the students') opinions."

These comments were typical:

A teacher of min e thinks she is always the one that's
right; she never gives another person the right to
explain himself. • . • One feeling seems to dominate
the administration's policy toward students - fear.
The attitude seems to be "nip it in the bud," but
there's no attempt to discover if it is a weed or a
If you really aren't smart then most
rose.
teachers don't have a thing to do with you. But they
treat you like you are out. ... I believe that the
one great criticism of the school concerning human or
civil rignts would be the inability of teachers and
administration to consider the students as mature
people who are capable of making decisions and having
responsibility. This lack of trust tends to stifle
creativity and inhibit the freedom of the students.
Students don't learn; they are simply told what to do.

...

77 Life . May 16, 1969, pp. 24-25
Own Destiny.
78 James E. House, "Can the Student Participate in His
442-445.
Educational Leadership , February 1970, pp.
"Student Perceptions of Teacher
79 Thomas H. Buxton and Keith W. Prichard,
Violation of Human Rights," Phi Delta Kappan , September 1973, PP-
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There is a basic problem of respect for individuals before
schools can

deal with the question of decision-sharing.

The National School Boards Assoc-

iation held a clinic on "How to Involve Students in Decision Making"
with
the program descriptor, "Honest, good-faith efforts to involve
students in

decision making is what the experts call insurance against student unrest.
Young, a participant in the clinic, wrote later:
I reject that assumption about student involvement.

I

think, instead, that our efforts should be directed toward utilizing the potential that student unrest represents, not toward destroying it. ...

"Meaningful" involvement requires that student participants are dealt with honestly and that the product of
student participation is taken seriously. In addition,
the process for student involvement should provide for
participation in substantial issues, on decisions that
"count," and it should allow for student communication
with those who are finally responsible for the decisions
that are made. If you don't truly believe that students
possess the competence and the legitimate right for that
kind of involvement
will not fool students by proyg^
fessing that you do.
It may be that assertion of student rights was a necessary route to

respect for students because of the structure of schools and because of
that curious interpretation of in loco parentis which denotes parental auth-

ority rather than parental concern.

Advocates of civil rights have also

become advocates of student rights.

The new strength of student advisory

councils, now required by law in Massachusetts, and the election of repre-

sentatives to regional and state advisory councils, appears to have come

from strong support by the commissioner of education, the department staff,
the governor, and from students, rather than from educators' or even com-

munity interest.

80 Young, op. cit

Nevertheless, students' own use of their new opportunities

82

is commanding respecto

The member of the Massachusetts Board of
Education

who is elected by the state student advisory council
is no longer spoken of

or regarded as a "student member, " but a member in full
standing.

A new

NASSP publication, Student Advocate, features a description of the
four-year
old governing board of Staples High School, Westport, Connecticut, as
"an
idea whose time has come."

In that board students, teachers, and adminisOl

trators share responsibility with the principal.

Young describes an incident illustrating how students can become responsible for problem-solving:

The 10 students who serve on our own student advisory
board (which advises our superintendent) complained
greatly about the study hall problem which exists at
our high school. In the past, everyone had recognized
the existence of this problem. The study halls were
noisy because those who did not choose to study had no
place to go and socialize; consequently, those who desired to study could not do so. Those students who
were privileged enough to have an academic pass (given
to students who achieved a certain scholastic average)
or obtained a library pass went to the library, often
to socialize. Therefore the library was crowded, but
not necessarily by those who desired to use it as a
resource center.

'

Though this problem was annually with us, no one had
devoted much effort to finding a realistic solution.
When the students brought this concern to our superintendent, he explained that it was not something that
could be remedied without some research and he challenged them to present an alternative plan for the
study halls. Accepting his challenge, the students
set to work, using a floor plan of the high school,
the room usage chart, a listing of the number of students in study halls, and the results obtained from an
analysis of the use of the library by the students.

Young' 8 steps for effective student involvement are:

l) a commitment

of attitude, 2) administrators committed to the philosophy, 3) strengthening

problems
the student representative body by utilizing it to solve common

dl Education USA, April 22, 1974
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with authority and by allowing for the greatest degree of student participation, 4) an ad hoc approach to problem-solving, and 5) student-faculty-parent*

administrative boards or committees with various responsibilities.
The California Association of Student Councils
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recommends student mem-

bership on school boards, student involvement in budget and program planning,
and so far as possible equal student-adult membership on Joint committees.
"The basic problem in dealing with students," it is added, "is the adults'

tendency to want conformity in them despite the fact that each of us differs

from the next.

•

.

•

Students must be convinced that involvement will be

worth while for them.

To do this, administrators will have to counteract

their reputation of listening to students only for listening's sake."

Student councils are not limited to high schools.

A Cleveland element-

ary teacher is quoted:
We have a representative council of parents, teachers,
and our own children. This is kind of an experiment
with us. Can elementary children relate to school and
community problems? So far we've found they can. Up
to this point we've allowed the children to initiate
the discussions. They're concerned with why they can't
have a lunch program, why they can't use the school in
—
the evenings, and one question — the kids raise this
is: What are parents doing to imprgjje the behavior of

our children?

They're Just great.

decision-making
Other movements involving students and teaching and

roles which may affect the structure of schools.

For instance, the now

.
„
...
82 Young op. cit.
Association of Student
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widely growing use of inter-grade-level tutoring began with an
experimental
program in delinquency prevention in 1967, undertaken by Judge Mary
Conway

Kohler and a newly formed National Commission on Resources for Youth
(NCHY)i
Our initial idea was to ferret out programs involving
youth participation and then to tell the world about
them. We felt we could start with the simple concept
of children teaching other children. But everywhere
we turned, we were told that there really wasn't anything worthyreporting on. So we started a program
0
ourselves.

Not all the schools which have copied the idea understand it.

Whereas

some schools reward their high-achieving students with tutoring roles, the

original tutors were under-achievers.

Of the 200 tutors teaching 400 tutees

in Newark and Philadelphia that summer of 1967, the tutors in Neward, for
example, gained on standard tests an average of three years and five months
in reading levels.

As Mood later commented about the program, "When a stu-

dent has difficulty with an idea, give him the task of teaching it to a
couple of younger children and he will pore over it mightily."

comends rotating all students into teaching roles.
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Mood reo-

A problem in assigning

the quicker students to tutoring was pointed out by the perceptive principal

at Colebrook who said, "They expect instant learning."

The under-achiever

from a higher grade level is sensitive to the learning process of the younger child and can more easily share the steps to solutions.

Thus, when the

achievers are assigned to tutoring they also have the opportunity to learn

something about collaboration.
Education,
85 Leslie Rich, "The Magic Ingredient of Volunteerism," American
June 1975*
conference
86 Alexander M. Mood, Bo Teachers Make A Difference? paper for a
Office
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Development,
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of Education, 1970.
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In the years after 1967, NCRY developed other model programs, assisted

other groups, and "scouted the country in search of clues as to what works
and what doesn't*"

By June 1973 the Commission had researched and documented

more than 800 different successful student projects*

They include youth-

operated periodicals such as Foxfire , which originated at Rabun Gap-Nacoochee

High School in Georgia and is devoted to folklore and experiences of oldtimers of Appalachia, and the Fourth Street i. written and published by

youngsters of New York's lower East Side*

There is a high school Indian

archaeology project in Atlanta, urban renewal construction in a Denver high
school, a natural science museum in Cornwall, New York, and auxiliary staff
at Sonoma State Hospital in northern California - among many others*

Judge

Kohler says the students are not starry-eyed:
Youthful idealism is of course important, but that's
only part of the picture. These kids have imagination*
They have insight. They have more ability to size up
a situation and decide what to do about it than most
adults seem to realize* They need some guidance from
competent adults, of course* But these kids don't
want to be thought of as passive do-gooders ready to
follow whatever orders someone chooses to give them*
They want to participate, to be part of the action*
And that means contributing ideas, taking part in the
planning, making decisions, and following through,
often to the extent of fg^ly operating projects they
themselves conceive of*
led to
In the 'fifties both cultural and political dissatisfactions

community-run.
the appearance of "free schools," some of which were

It was

teachers, stuin the late 'sixties, however, that administrators, parents,

solutions for
dents, in various combinations, began to turn to alternative

unsatisfactory schools within the public school systems:
U7 Rich, op. cit

alternative programs
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in separate schools where students could participate both in school governance and in determining the course of their education.

One of the earliest

was Freedom School in Washington, D. C., which was created, established, and
funded by students.

The students raised money, employed the teachers, de-

cided the curriculum, and persuaded the Board of Education to accredit the
courses which were given afternoons across the street from Northeast High

School where they were enrolled.

08

Murray Road High School in Newton is

an annex to Newton High School; it uses an abandoned elementary school of-

fered by the superintendent to volunteer students and teachers.

Since 1967

it has graduated more than 200 students, of whom all who wished to do so

have been accepted at a variety of colleges and universities.

It is run by
»

teachers and students without an administrator; decisions are generally made

by consensus, occasionally by vote of the General Meeting.

89

Alternative schools have been established in more than two hundred
public school systems across the country.

90

In many cases their fiscal

position is not altogether secure; in a recent conference one principal
stressed that a part of his job was to teach his staff "survival techniques."
And, in so far as they govern themselves as a democratic "community," as

most do, they have known all the growing pains of democratic organizations*
goal conflicts, stumbling over trivia, communication problems, narrow conconcerns.

Some alternative school faculties feel they have built viable

democratic communities; some are still struggling.

Some have involved the

1968.
88 Conversation with a student founder. Freedom School, March
Fall
1973 > P* 67:
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of
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general co mciuni ty , and there Is some evidence that these are among the mo re
successful schools, which deserves exploration.^ 1

Not all are open schools;

when a highly traditional alternative school was established in Pasadena, a

corner may have been turned from the attitude of allowing the "trouble-makers"
to secede to a recognition that students learn in different environments*

Whether the concept of student participation in educational decisions will
spread into traditional schools, which could be the most significant contri-

bution of the alternative schools, must depend to some extent on whether the
alternative schools can prove themselves to be competently self-governing*
Except for some of the alternative schools, student participation in

academic decision-making has had far less attention than problems of study

halls and dress codes.

When such a proposal is raised, it is ordinarily

dismissed as expectably deleterious to academic quality.

Ultimately, how-

ever, if students are to be involved in their own behalf, if they are to be

motivated to improve their own education, the question of deciding their own
curriculum beyond the few electives they are now allowed is inevitable*
At least one example of academic decision-making with its outcomes is

available in a 1971 study of 14 urban high schools; in one school out of the
choices*
14, students were required to make all their academic

92

The effects

and
of choice upon the students' educational aspiration, responsibility,

were
satisfaction, on teacher-student hostility, and on academic effect,

compared with the same factors in the other 13 schools*
91 Discussed at a NASP Clinic, January 1974.
i on in High School .Decisions.
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the
for
Center
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22-24*
Study of Social Organization of Schools, 1971 » PP*

Two measures of aspirations were used: the students'
plans to go to college , and college—related activities
such as reading college catalogs, contacting college
officials, and seek i ng information about colleges from
teachers and school counselors. Earlier research has
shown that the college— related activities measure will
identify the students who have given most serious attention to their educational future and who hold the most
realistic and accurate college plans*

While there was no difference between the college plans
of students in the academic-choice shool compared to
students in the other thirteen schools, there were significant differences in college-related activities*
After controlling for the differences among students sex, race, grade, social class, and expressed college
plans - the students at the academic-choice school are
shown to have engaged more frequently in the collegerelated activities and information seeking, . • •

Requiring students to make their own academic choices
forces greater attention to long- and short-run consequences of education, since this information is needed
in making the choices . . • •
When students are required to choose their own academic
program, they will also be more committed to it. • . •
Not only with they have more reasons for attending to
academic programs they choose, but also the reasons will
be more personal and more carefully considered*
Besides using measures of college plans and college related activities in our investigation of effects of
academic choice, we also examined effects on general
attitudes of responsibility. . . • The students in this
school were found to be significantly higher on important
attitudes of responsibility.
Attendance at the academic choice school was significantly
and positively related to student satisfaction. • . •
Students in the school where they selected their own
courses and teachers gave significantly higher ratings of
"how well the courses are taught at this school," and of
their teachers' ability. . . . There are at least three
reasons why providing students with greater academic
choice might be expected to produce less hostility and
more trust and respect between students and teachers. One
major source for friction is • * * the tension over deciding and enforcing what is expected from a student for
a good grade. When students must make choices among
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courses having different specific obligation (amount of
homework, difficulty level of material, etc.) some of
»
this tension is displacedp Essential elements of
the
conflict over requirements would be resolved by the student's choice, rather than having to be settled between
teacher and student after the course begins.

Secondly, choice by course content would increase the
likelihood that students would have strong intrinsic
interest in the course materials to begin with. . . .
Finally, giving students direct choice of their own
teacher should also improve interpersonal relationships.

... A crucial question about giving students academic
choice is whether they will "take the easy way out" by
selecting only those courses where the work is least and
the grading the softest. . . • One condition which affects (this) ... is the number of different choices.
.
.
.
Students tend to follow a strategy of "balancing
their bets:" for every demanding course they choose, a
less demanding course is selected in another area to
balance the investment.
This study indicated not only that individual choice was a substantial
influence for sound academic decisions, but also that a larger group of

students than usual became interested in academic goals and behavior.

The

fact of choice itself improved academic achievement.

Another 3ort of alternative in the public schools which allows the student some participation in academic decisions is the "open campus" program.
This has had impetus from various conditions, such as lack of space in some

high schools, the troubles of large groups of students the public schools
were patently unable to serve, a new interest in career education, and the

impatience of both educators and community people with wholly academic and

cloistered education.

While off-campus programs were used successfully some

attention
twenty years ago,*^ conditions combined more recently to focus new

in
on their possibilities, beginning perhaps with Bremer's Parkway Program
educational program and plant
93 Archibald B. Shaw, "The Random Falls Idea, an
for youth and community growth," School Executive , March 1956.
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Philadelphia.
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The program depends for its success, ordinarily, on ful-

fillment of a formal contract between the student, the school, and the com-

munity resource, and on a joint evaluation by student, community "teacher,"
parent, and in-school faculty.

Given adequate funding, competent coordina-

tion, and community resources, the success of a program is indicative of

individual responsibility in the students.

Since students are out of direct

control of high school faculty, and must make their own accommodations with
governmental, industrial, or business "faculty," they are of necessity in-

volved in decisions affecting their education.

Some school facilities are

more willing than others to integrate the off-campus courses in the student's
curriculum; some students must still "add on" the off-campus courses.

Never-

theless, student competence has been such that the program has spread wide

and rapidly.
are involved.

It is no longer a novelty, and schools of every type and size

Some futurists see in it patterns for schools of the future,

in which students are educated partly in school buildings, and partly in the

community, because it offers such strong possibilities for integrating students into society during the process of education.

Coleman would restrict

the school to providing only intellectual skills, and would divide the stu-

dent's time from age twelve onward to provide education in practical and

vocational skills in adult agencies.
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Shaw described a mythical community

comparcalled Random Falls where education was a full-time, year-round job,

able to the adult schedule.

96

The Random Falls Idea was put together by

five-year period in the
a group of educators and architects who met over a

early 1950' s:

the world
secondary education which includes apprenticeship in

development of the individof work, partnership of the community, and strong

Become Adults? paper presented at the
95 James S. Coleman, Row Do the Young
annual meeting, April 4» 19/2.
American iiducational Research Association, 1972
96 Shaw op. cit.
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ual.

To this end all available resources of the
whole community were to be

part of the school.

They called it the "Partnership Program."

It took into

account all the complexity of the adolescent, the enthusiasms
and energies
of that turbulent age, and the gradual and continuous growth
into adulthood,
as well as the needs of society and the potential abilities of both
youth and

the school for improving the community.

Combined in the program were three elements:

l) vocational and civic

development through exploratory contracts with local, and later on state and
national, employers and agencies; 2) development of the individual's resources

in on-campus courses; and 3 ) community service.

Students coming into Random

Falls High School were formed into small groups of 25, each with a teacher-

They immediately started talking about how people make a living,

adviser.

what it takes to get and hold a job, and soon undertook their first contract.
For two weeks they went directly to a job, working full time with adults,
with an adult supervisor, not paid, but beginning to see an adult role in the
community.

They came back to full time at the Development Center (the school),

and later on in the year undertook one or two other contracts to the community
in different areas.

Their interests grew, and the kinds and depth of responsi-

bilities they undertook.
money.

As they acquired salable skills, they began to earn

Their on-campus education was broad, intellectually sound, and also

related to their growing interests for their future lives.

Clubs and sports

were also included for personal development.

Perhaps the success of the open-campus program suggests the efficacy of
small beginnings; it suggests even more that as with most human relationships
some exposure and experience are necessary to perceive the values of collabor-

ation with students
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A variety of influences are undoubtedly bringing educators to
view their
interaction with students in more personal lights,

among them are the re-

peated documentations of the "Pygmalion effect," with not only the
positive
effects of high expectations but the serious implications of the dampening
effects of negative expectations; 9 Xlso, the growing social skills of students
and their parents, and the increasing consciousness of their own accountability,

Bilingual programs are another influence, a concept itself progress-

ing through stages of understanding.

The teacher who has for many years

been teaching Spanish-speaking first graders without knowing a word of Spanish, as many have, will not immediately move to understanding the terrible

weight of guilt placed upon the youngster thus forced to speak English or
fail,

Haskins rightly asked:
Is there any real atlitudin&l difference between making
Mexican American children kneel and ask forgiveness if
discovered speaking their native language in school and
the description of a new bilingual program by a Massachusetts educator as " we will allow them to speak Spanish
*
until they learn English?

It took strong advocacy forces to bring about the change from illegality to

legality of minority languages in American public schools.
tude takes different measures, and such questions as Haskins

Change of atti1

help to open

the eyes of conscience.

Another entry point is used by school systems which involve students
formally in teacher evaluation.

For instance, the Amherst-Pelham (Massa-

the
chusetts) schools have used in elementary grades a student form asking

student to mark yes , no , or 1. ^ or

24 questions.

Three of the 24 are.

reported in Behavior Today
97 cf. W, Burleigh Seaver, research and comments
February 11, 1974
New Conceptions of Relevancy,
W. Haskins, "Implications:
Kenneth
98
Educational Leadership. May 1972.
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My teacher sometimes lets me decide what I want to do*
My teacher wants me to say what I think.
My teacher lets me help make plans for the class.
The corresponding performance criterion is:

Plans and provides for involvement of all students
in the learning process.

Another reversal in student-teacher relationships is reported from a

research project in which a special education teacher helped his troubled
junior high school students cope with their problems by teaching them behavior
engineering.

That is, he taught them to deal with teachers and peers by rein-

forcing with smiles and approval the behavior they liked and ignoring the

behavior they disliked}
Jess's eighth-grade teachers at Visalia, California,
found him frightening. Only 14 years old, he already
weighed a powerful 185 pounds. He was easily the
school's best athlete, but he loved fighting even more
than he loved sports. His viciousness equaled his
strength: he had knocked other students cold with
beer bottles and chairs. Jess's catalog of infamy
also included a 40-day suspension for hitting a principal with a stick, and an arrest and a two-and-a-half
year probation for assault. ...

His math teacher was one of the first to encounter his
new techniques. Jess asked for help with a problem,
and when she had finished her explanation, he looked
her in the eye and said, "You really help me learn when
you're nice to me." The startled teacher groped for
words, and then said, "You caught on quickly." Jess 10Q
smiled, "It makes me feel good when you praise me."
student-educator
The possibilities for learning that would arise from
energy seem
relationships that more nearly utilize student competence and

Pace Project, May 1973 » Field
99 Student Form for Teacher Evaluation,
Montgomery
Services Division, Department of Pupil and Program Appraisal,
County Public Schools, Maryland.
"Little Brother
100 Faraum Gray with Paul S. Graubard and Harry Rosenberg,
ff.
Changing You," Psychology Today . March 1974, pp. 42
is
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almost limitless.

The basic need for adults is to relax into acceptance

of students as individuals, avoid the compulsive
expectation of conformity.

Secondly, adults must learn to listen.

Most listen with preconceived ideas

of what they will hear, and therefore hear nothing.

Even a little relaxation

of the felt need to control, a little redressing of the balance of
acceptance,

would in most cases go a long way.

And third, adults must open doors on

opportunities, accept student ideas, and frequently join with students in

working them out as partners.
Last year a film was made in one of the Charlotte-Mecklenburg County

high schools (North Carolina) about an interracial group of friends among
the students who developed a plan to deal with unrest arising from desegre-

gation of their school by an "activities period" which would help the students
to know one another by working together.

called Some One Has to Listen .

The film is based on fact, and is

for the students were repeatedly put off

from any serious discussion of their proposals.

Feelings grew bitter among

the students generally and incidents multiplied, until one incident triggered
a minor riot.

Afterward the group of students started over again; not much

had changed, except that when the principal started to say as usual, "Well,
I'll have to think about this

..."

he stopped, and said, "Let's hear your

plans."

Charlotte-Mecklenburg
101 pome One has to Listen , film produced by the
Public Schools for National PTA, 1975*
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CHAPTER VI
l

THE COMMUNITY IN PARTNERSHIP

What is community?

Chin defines a school community as including those

elements which interact more within its boundary than across its
boundary
to elements outside*

That is, the boundary of a school community is de-

termined by the degree of interaction among elements involved in learning

and teaching.

By far the greater number of school communities are tacitly

defined as school board, administration, faculty, staff, and students.

A

growing number of schools, though few proportionately, are the centers of
communities which comprise not only parents but numerous other interested
citizens.

The difference is a difference not so much of structure as of

values and attitudes.

The root question is whether those

vrho

are vested

with legal and appointive responsibilities can or cannot countenance the
sharing of some elements of the decision-making process.
In few areas does the prospect vary so much from the particular point

of view.

The largest number of failures in school superintendencies have
1-0

been credited to community opposition."

^

The school administrator at any

level is continuously reminded that school programs proceed at the sufferance of the public out there; that taxpayers are watching the budget, and
"the parents" won't like changes they don't understand.

Little wonder that

school administrators sometimes share the feelings of the actor looking out

over the footlights:
102 Robert Chin, at clinic of National Alternative Schools Program, Waltham,
January 20, 1974.
103 Frederick J. Moffitt, "Why Superintendents Pail," reprinted in Nolte,
op. cit., pp. 406 ff.
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A big black giant who looks and listens
With thousands of eyes and ears,
A big black mass of love and pity
And troubles and hopes and fears .

.

.

That big black mass of love Anri pity
And troubles and hopes and fears
Will sit out there and rule ^our life
For all your living years.

^

Community involvement encounters the same reluctance in school administrators as does staff involvement*

Aides, funds for playground equipment

or technology, participation in report-card committees, support for school
bond issues - such assistance is welcomed in most if not all schools*
here the line is generally drawn*

But

In most schools parents have to work as

volunteers if they are to know what goes on with their children; and some
schools will not accept parents as volunteers where they have children*

In

few schools are parents welcomed as visitors; most parents are dependent on
formal parent-teacher conferences which vary widely as satisfactory communication.

The broader community depends on public media and gossip, and is

typically rather less informed*
The line is very clearly drawn in respect to determining what or how a

child is taught, how available funds are to be allocated, and who shall be
employed to teach.
administrators:

'

Decision-making is reserved to school boards and their

the central issue of most questions about community part-

icipation is whether or not decision-making on matters of citizen concern is
to be shared with interested citizens*

The issue is far sharper in cities

wnere the grievances are so much sharper, but suburbs and rural areas have
the same problems of alienation more subtly drawn*
II, 1953 *
104 He and Juliet, Richard Rodgers and Oscar Hammerstein
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A myriad of efforts have been spent in attempting community
involvement
from many angles but, as Wilkinson points out from her experience
with innercity schools, "It is only to easy to present the task as impossible." 105
Yet the alternative is to face increasing opposition to school expenditure,

obstacles to innovative change, unexpected attacks and delays, and very
likely increasing demands for "accountability" in the shape of quantitative
evidence of pupil achievement.

.

It is ironical, therefore, that in very

many if not most communities school support should turn largely on the attitude of school administration to the interested citizen.

Whether there ever were the easy-going school-community relationships
sometimes attributed to prewar days may be questioned, but there was a time

when a state commissioner of education could admonish a board of education
that community help would have saved it a teachers' strike.

Overstreet

quotes the president of the Connecticut Parent-Teacher Association*

There have been extremely bad intracommunity relations,
such as between teachers and the local board of education in Norwalk, Connecticut, . . • the so-called Norwalk strike. ... In this instance (Alonzo G. Grace,
state commissioner of education) told both the teachers
and the members of the board of education that had there
been a balanced, functioning Council of Parent-Teacher
Associations working in the community with the full support and cooperation of the local educators , such a situation could not have arisen. In Ansonia, Connecticut,
another large industrial town, relations between the
members of the board of education and the local educators
grew so bad that the board refused to pay the teachers'
salaries. Dr. Grace told the local citizens that had
they good, balanced paren^^eacher units that situation
could not have developed.

National
105 Doreen H. Wilkinson, Community Schools, Education for Change,
•
November
1975
Association of Independent Schools,
Congress
106 Harry and Bonaro Overstreet, Where Children Come First , National
of Parents and Teachers f 1949 » p» 121.
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As word of these statements spread, school administrators began to

inquire into PTA membership in some numbers; the PTA

leadership responded

by emphasizing the requirement of "balanced” membership to all applicants.
At that period not only were PTA's the most prevalent school-community org-

anization, but the relationships were close enough so that the PTA had been
able to work satisfactorily on a policy of "no interference with school ad-

ministration" for nearly half a century.

When discussions about educational

policy are open and community views are taken into account in policy determination, there is little temptation to intervene at administrative levels.

During the rising tide of interest in education in the 'fifties parents and

many non-parent citizens flocked into the PTA's.

At the height of its mem-

bership curve in 1963 National PTA's more than twelve million memberships

10^

corresponded to a fair proportion of the forty million students in public
schools.

108

Yet, even at this apparent high point in school-community

cooperation, a fundamental change had occurred.
The Overstreets had written in 1949 not only that any one moving into
a new community expected to find a PTA as he expected to find cars on the
invented.
street, but also that if there were not a PTA it would have to be

This was prophetic.

With the post-war tide of professionalism, PTA's came

organized and conto be seen as part of the school paraphernalia to be
trolled.

upon PTA actiAs the constraints placed by school administrators

to change, and apathy
vities increased, so did the nature of PTA's begin

spread widely.

three-year
In 1965 a concerned National PTA undertook a

national self-study.

group
Details of PTA activities were obtained from

and Teachers, 1964.^
_
107 Proceedings, National Congress of Parents
U.S. Department of Commerce, 1964.
States.
106 Statistical Abstract of the United
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interviews across the country with local PTA's selected
as an accurate sampie of the total membership# 109

The professional publication TRENDS offered

a professional perspective on one of the study reports:
One of the shabbiest testimonials to the poor PR of
American school admin istrators appears to be contained
in the summaries of opinion interviews which have been
conducted over the country by the National PTA Congress
and are now being studied.

PTA members, the unit group interviews indicate, are
extremely unhappy about the way they are being treated
by the schools. Instead of being aided to develop the
kind of organizational and communication skills required to become a relevant force in improving parent
education, home-school relations, and curriculum improvement, they have been sandbagged by school administrators into tasks for providing money and manpower.
"The majority of school administrators do not invite
PTA help," Mrs. Edward F. Ryan, chairman of the special
committee studying the PTA organization, said flatly as
3he reported on the interviews in the October issue of
the National PTa Bulletin .
"The interpretation of PTA
school cooperation policy has often been so strict as
to discourage initiative for school improvement. When
help in school improvement has not been invited, members
have often lacked the skills to initiate improvement
through the parent-teacher partnership."

"One half of the PTA's said that the parent-teacher
partnership and parent-teacher communication are in
trouble," Mrs. Ryan reported. Less than one fourth of
the PTA groups reported having any current school or community improvement activity. "Instead, the great majority are providing equipment, manpower, or money for
school support," she said. "On the other hand, the
large majority of these PTAj^wanted change and wanted
to do something about it."

Some change did come about, slowly.
dent volunteer group in the country.

PTA is still the largest indepen-

Many school administrators, boards,

National
109 Charlotte Ryan, Reports, Committee for Organizational Study,
Congress of Parents and Teachers, 1967-69.
HO TRENDS in School Public Relations . National School Public Relations
Association, December 15, 1968.
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and teachers still value its help.

And in line with their tradition of con-

cern for the whole world of children, PTa's still work outside of
schools
for health and day care services, with juvenile courts, in parent
education,

for safe environments, and human ecology.

But its millions of members inclu-

ded very many who either shared the widespread discontent with schools or
felt the pressures of rising dissatisfactions.

Some Chicago PTA's had to

cope with a conflict between administrators who forbade discussion of school

problems on pain of expulsion of their meetings from schools and angry

parents who insisted that either PTA represent their interests or give way
to other vehicles.

One resourceful leader trained parents in her home in

the kind of language that persuaded teachers to listen to their concerns,

including "pedaguese."
in the schools.

By such means the PTA remained a strong influence

The Chicago members were among those who pressed for a

change in the national policy for cooperation with schools.

Over several

years it was changed in emphasis and now formally stresses sharing in edu-

cational decision-making rather than avoiding interference with administraThere is actually little policy difference in respect to the active

tion.

collaboration that was always intended, but the new wording is no screen
for the timid or the cowardly.
In the meantime, the "PTA in every town" was being vigorously rein-

vented.

Frustrated parents organized with energy and anger in many school

districts, particularly the overcrowded, much beset urban systems, and were

frequently divided over whether they would work with or against schools.
In many neighborhoods "cooperation" became an unusable term:

"It only

means doing what the schools want you to do," said a Roxbury parent.

Thus

was the growth
the second definable movement in school-community relations
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of groups, no longer of parent-teacher or lay-professional
combinations, but
of militantly citizen membership; and groups, moreover, that
were no longer

cooperative but adversary in intento

More recently two national groups and

some state groups have been privately funded to organize citizen groups
as

a "third force” in education.
The third strong trend in community involvement is the recruiting by

schools of specific parent or other citizen help, particularly as school

volunteers or in advisory committees.

There seems some significance in the

circumstance that in general neither began with school initiative.
So late as I960 the idea of sharing the classroom with parent volun-

teers was strongly rejected by most teachers.

By the end of that decade,

however, volunteers were actively recruited and are now a common feature of

many classrooms.

The change came about chiefly from the devoted efforts of

interested citizens,

112

and to some degree from higher education.

113

It may

now be hard to recall the very great care that was required in order to introduce lay volunteers into the schools, and the cautious steps that were

taken to overcome the feelings among teachers of threat and interference.
The School Volunteers for Boston, for instance, were given three or four

weeks of training before entering the schools, and their progress was contin-

uously monitored with the principals.

For several years they were not

allowed to work where their own children were in school.

Later on, both the

unrest in urban schools and the growing demands on all schools made teachers
111 Don Davies, "The Merging Third Force in Education," Inequality in education, Center for Law and Education, Harvard University, November 1973.
Council
112 e.g. School Volunteers for Boston, a project of the hassachusetts
for Public Schools, initiated 1965.
Service in the Schools , a Guide for the Preparation of a
Volunteer
113
Handbook, The Yale-Fairfield Study of Elementary Teaching, April I960.
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more willing to accept another adult in the classroom in order
to serve stu-

dents more adequately.

The growth of open education has added further incen-

tive with the premium that is placed on adult-child interaction.

The parallel growth of advisory committees began in the discovery by

interested citizens that ad hoc advisory committees were an effective way
to bring about change in schools through fact-finding and persuasion.

Citi-

zen movements brought about the first regional school districts in New England , for instance.

It was not long before school administrators found

their help useful in all sorts of problems.

In school finance, for instance,

loss of the solid help that PTA’s could give before principals made a habit

of picking "safe" PTA presidents coincided with rising costs and increased
taxpayer pressures; advisory committees helped to convince taxpayers of the

utility of new programs and the soundness of school budgets.

Findings of a

recent Education USA survey indicate that the tasks assigned advisory com-

mittees now cover almost every area of school program, organization, and
policy:

philosophy, finance, public relations, construction, personnel,

transportation, desegregation, student discipline.

even act as ombudsmen and grievance committees.

In some instances they

Returns led to an estimate

that less than five percent of all school districts are without advisory

committees of one sort or another.

11^

Districts represented in the replies

ranged from New York and Los Angeles to a rural district in Northern Michi-

gan where the major problem was winter transportation.
Desirable outcomes reported included "two-way communication," "parent
jobs
involvement," and "democratized administration," in addition to getting

Policies & Pro114 Citizens Advisory Committees , Current Trends in School
(HSPRA),
1973, PP» 7-9.
Association
grams . National School Public Relations
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done at small expense to the taxpayer.

There are warnings, however, about

using a committee as a "rubber stamp," a "shock absorber,"
a "promoter," or
"bailer out."

If a school system is in trouble for poor policies
or admin-

istration, a citizen group used dn such a way will not long
ward off trouble
and will increase distrust eventually.

Such a committee can make its best

contribution, the evidence indicated, in working on goals, long-range
planning, major curriculum revision, and organizational change.

The administration view of advisory committees' powers was, in general,
that they were advisory only; there were a few exceptions, such as a dis-

trict in Brooklyn, New York, that stated that while the committee's authority is "technically advisory," it is "de facto unlimited;" the school board

has not rejected a single recommendation in five years.

The writer would

suggest that the degree to which advisory committees actually share in

decision-making is partly determined by the kind of tasks it is assigned,
whether public relations or other "choree," for instance, or long-range
planning, in which the kind of thinking developed can be broadly influential.

The question of decision-sharing is an urgent one, however; the fourth dis-

cernible trend is the search for a visible means of community participation
in actual school governance, or "community control."

There is something of a conflict here.

While the majority of school

authorities clearly intend to restrict citizen committees or councils to

advisory roles, other official agencies have been seeking to invest them

with substantial powers.

New York's experience with school decentralization

is well known, at least superficially.

Chancellor Anker was recently quoted

as saying, "The over-all 'score is not yet in' on the decentralization,

started here in 1970, and which has helped to 'diffuse confrontation' and
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make possible greater parent and community participation in
115
school affairs."
In Massachusetts a Governor's Commission on Citizen Participation
re-

ported in December 1973 recommendations for citizens’ councils
with "powers
su^^cient to insure that they cannot be ignored or manipulated
by a truculent bureaucracy."

Such powers would include broad policy formulation*

determination of budget priorities, and in respect to personnel "serving as
an ombudsman for citizen-consumer complaints, and acting as an appeals

forum to resolve clashes of interest in program goals and procedures. " 11 ^
The recommendation is introduced with the comment, "To date, the performance

of citizens

1

councils has not been encouraging in areas where they have

existed."

Davies also would transfer substantial powers from school boards to
councils on the ground that councils are much more representative of the
community.

117

The question arises, however, whether councils of any fixed

membership would be much more representative than school boards.

Such

councils might be, indeed are intended to be, adversary to school boards in
policy; they might in a change of governance even substitute for school

boards, but they are no adequate substitute for general citizen involvement.

The administrations of Washington, D. C., and Oakland, California, are

currently proposing advisory groups for every school, with substantial
powers, but with a significant difference:

the groups will in each case

include not only parents and other lay citizens, but also teachers, adminis115 School Chancellor Irving Anker, quoted in Mew York Times , April 9, 1974.
Commission on Citizen Participation: Report , December
116 The Governor
1973 » Commonwealth of Massachusetts.
op. cit.
Davies,
117
’
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trators, and students.

The mixed membership should help avoid the dicho-

tomy of interests and strained relationships which are often a problem of

citizen advisory committees in making suggestions for school faculties*

Los

Angeles has already had some three years' experience with building-level ad-

visory councils whose members include school staff, parents, other community
members, and students

<»

It is required that 51 percent of the members be

parents of pupils attending the school*

First-year evaluation brought

about inservice training of council members and provision for "realistic

participation."

The principal of one school reports:

While our council was initially concerned with how
Title I money was spent at our school, it has since
widened its scope considerably and has become highly
influential in furthering progress at Cortez. With
the aid and support of our council, Cortez has launched
a number of, projects to encourage cooperation and participation.
It seem3 to this writer that those advocates who are jealous to retain

all powers in the school board, and those who would wrest power for "the com-

munity," are both blind to some realities.

The latter group would transfer

some legal powers of school boards to a specified lay body, running the risk
of an adversary situation which could catch students and faculty between two
poles*

in
The former group ignore the clear psychology of citizen interest

schools*
"Some individFor instance, one respondent to the NSPRA survey wrote,

work and recommendations
uals find it hard to accept the fact that their
will not necessarily be totally accepted."

An important partnership

group to work hard and
principle would suggest that it is unfair to allow a

118 Education USA . March 25 » 1974.
29»
119 Citizens Advisory Committees , op* cit., p.
26.
120 Ibid., p.
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produce recommendations in ignorance of board
predilections and concerns.
If there is appropriate interchange between board
and advisory committee,

members of the advisory committee are able to deal with
differences realistically.

The Education USA writers urge as follows:

The board and the ad ministrator may need to help the
committee and it must in fact be help, not control.
In addition, it must be given carefully so as to
avoid any appearance of dominating the committee*
Otherwise, its effectiveness is severely curtailed,
and the amount of credibility the committee generates with the public is no greater than that of the
board or administrators.

Avoiding hostile groups may only intensivy problems.
Many educators and boards today actively seek out
critics, operating on the philosophy that the best
way to lose enemies is to make them friends. On
another level, wise boards are responding in a practical way, realizing that critics will probably be
organized anyway, so they might as well be organized
within the establishment. ...
The administrator and board that make no effort to
involve citizens, or involve them only in a windowdressing role, sooner or later pay the piper either
in steady loss of support or a cataclysmic outbreak.

^

On the other hand, the good relations between board and advisory committee reported by most of NSPBA's respondents would seem to indicate that
most citizens are pleased with involvement and influence as a means of decision-sharing, and do not insist upon a veto power as a safeguard for their
interests.

Such an inference may be drawn from an unexpected source:

recent legislative hearings on 1974 bills to repeal Massachusetts
imbalance law.

'

the

racial

A number of eloquent statements described the injustices

of Boston's school system.

Practically all these statements, however, em-

phasized resentment of disrespect for black parents, the impossibility of

securing information, and poor education.

121 Ibid., pp. 27-28

Support may well have been near
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unanimous in the auditorium for abolishing the Boston school
committee in
favor of another governance structure, on educational grounds,
but no de-

centralization for the black co mmuni ty alone*

The reasons given for keep-

ing the racial imbalance law turned largely on the greater attention
that
would be given the education of both black and white youngsters if the
general citizenry were forced to pay attention to what is happening in
schools - and it was held that integration would serve this purpose*

But support for integration is not per se support for an adversary

structure in governance - rather the contrary.
ture necessitate a conflict model*

Nor does a change in struc-

There are proposals for assemblies And

other mechanisms which could legally replace school boards, and could come

well within collaborative concepts*

Such proposals would raise other

issues, to be sure, but they do not necessitate conflict any more than any

other change in school organization.

And, as has been suggested, neither

would they solve the question of citizen participation.
In a discussion of the constitutionality of "community control," Strick-

man finds favorably for a concept of community or parent control which would
determine budgetary priorities, curricular programs, and personnel policies,
but then he raises another question:
Is it feasible and if so, would the result be more

sensitive treatment of minority children? Experience
seems to indicate that a higher level of parent interest and involvement in the schools usually accompanies
implementation of an integration plan. If parents affected by court ordered desegregation desire a more
active role in establishing educational policies and
priorities, perhaps the transfer of political power
can be successfully achieved by all parents, minority
and non-minority, acting as a single interest group.
Should such a transfer occur, I think we would be entitled to an optimistic view that in the context of
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the enforcement of adequate anti-discrimination laws
already on the books, minority and non-minority
parents can work out their differences to the benefit
of all their children.

Lest I be accused of new heights of political naivete,
let me acknowledge that teachers unions are likely to
be a vitally important obstacle to achieving this
order of "parent control." In the absence of some
new understanding between parents and teachers on
which a common philosophy of school governance can
be based, any effective transferral of power presently
held central^j^0 constituent parent groups will be
impossible.
One hears, as an echo, Shanker's occasional warning to this constituents,
that parents are no allies of teachers:

"In any strike parents think more

of their own inconvenience than of the merits of the teachers' cause."
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Intransigence on one side and outrage on the other have understandably
led to a considerable acceptance of conflict as a necessary practice.

Dod-

son, for instance, equates participatory democracy with the "conflict model"

of organization.
In this development we have seen the parents pull
away from the traditional Parent-Teacher Association
into organizations of their own, such as the United
Parents Association in New York City. The transition
has moved them away from the consensus model of participation, in which they worked hand in glove with
the staff of the school, to a power group which will
fight for the schools when they think it in the inters
est of their children but, equally important, w^J
fight the schools when they deem it necessary.
have suffered
On the basis of "the loss of legitimacy which the schools

run by a charrett e
in the past two decades," Dodson proposes that schools be
of power groups:

teachers, parents, students, business, professional, and

Some Constitutional and Polit122 Leonard P. Strickman, "Community Control:
Center for Law and Education.
ical Reservations," Inequality in Education ,
Harvard University, November 1973*
Revolution... The New lore
123 Albert Shanker, "Teacher Unionism: A Ouiet

Times , October 28, 1973*
Education for an Open
124 Dan W. Dodson, "Authority, Power, and Education,"
Development, 1974, p.104.
Society . Association for Supervision and Curriculum
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religious groups, with boards of education in restricted authority.
Some feeble intimations of how this process would work
show through in some of the current school controversies. When a student conference on unrest was being
planned, one bright White Plains High School girl said,
"If you want us to come to a conference so you can hear
us rap, forget it. You have listened to your young
folk for a long time, and nothing happened. If you want
the students to participate, let us have our caucus in
advance. You have yours. Let's define our positions,
and then meet in power negotiations and open dialog."
In one high school when several teachers were dismissed
because of budgetary difficulties, students became disruptive. An astute superintendent, however, was able
to get them involved in examining the facts. The students appeared before the board of education and other
public bodies. Whether they got the teachers back is
not as important, perhaps, as what they learned about
taxes, budgets, and government. They also learned how
to require those who make decisions concerning the students' lives to become accountable to those they serve.
At George Washington High School in Manhattan, parents
and some students proposed that a conference table be
set up in the hallway so that issues could be negotiated
there. The teachers union vetoed the agreement, and
used its power to require removal of the table. The
school's leadership was unable to involve all the power
blocs in the decision making, hence the school was paralyzed for several days by the disruption.

Of the three incidents one was a stalemate, and two may have had pro-

ductive outcomes; but if so it was not because of conflict but rather because
of collaborative means used to resolve conflict.

The word "consensus" ap-

pears to have gone the way of "cooperation" with the implication of agree-

ment imposed from above, and therefore poses a danger in developing under-

standing of the collaborative methods implicit in an open partnership.

But

not
it is an essential and basic point that partnerships are not only

in large
afraid to raise issues; the trust inherent in partnerships is based

125 Ibid.

,

pp. 106-7
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part on willingness to raise issues.

Further, that willingness invests

partnership groups with a very dynamic sort of power.
The problems of power based on exclusionary action are illustrated by
the history of some Title I advisory committees, particularly in Massachu-

setts where they were given veto power over Title I plans.

Because the

urban community had learned such deep distrust of school committees in some
cities, and their activities did not include preparation in collaborative
skills, adversary situations developed, and stalemates in some matters.

In

other words, if both sides have equal power in a matter, and neither gives
in or is willing to negotiate, neither h 0 s power, and problems are not moved
toward solution.
Tne precept quoted earlier, "Power generates from the controlled,"

bears on the advocacy of "community power."

The controlled may come to with-

hold consent to power in another group, but that in itself does not shift
the locus of power.

must be taken.

It more likely leads to stalemate, and other measures

Sizemore reviews the concept of community power and its

short history, beginning with a quoted definition;
The concept of Black power rests on a fundamental
premises Before a group can enter the open society,
it must first close ranks. By this we mean that
group solidarity is necessary before a group can
operate effectively from a bargainii^ position of
strength in a pluralistic society.
the events of
Sizemore scans the views of a number of advocates and

in New York and concludes,
Woodlawn in Chicago and Ocean Hill-Brownsville

speaking of the Woodlawn Organization:

126 McCarty and Ramsey, op. cit.
V. Hamilton, Black Power, New York;
127 Stokeley Carmichael and Charles
Vintage Books, Random House, Inc., 1967, p« 44.
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Like Ocean Hill-Brownsville , the project waa designed
for failure because of the following limitations:
U) authority was not clearly defined; (b) the entire
constituency was not represented by TWO (The Woodlawn
Organization); (c) the power of the WCB (Woodlawn Community Board) derived from preexisting bases which
preserved institutional loyalties; (d) the WCB lacked
appro val-veto powers; and (e) the WCB had no control
over money. TWO collaborated with the administration
and supported unilateral decision making excluding
students and teachers, thereby contradicting the goals
of the project. This support affirmed the existing
bureaucratic order and all the other external offices
higher than the school. The community organization,
allegedly fighting for local control, actually supported more bureaucratic and less aggregate grassroots
decision making. ...

The demand for community control is derived from an
ideology taken on by a group because of specific theoretical elements conducive to its interests and needed
by every group in social conflict to generate solidarity. . . • Without an ideology, TWO supported the very
power which destroyed its community. The inadequacy
of the issue approach is clear. With no union to fight,
TWO had to create the issue of teacher opposition. Consequently it failed to recognize the fruits of power
when the teachers extended them. Having no ideology to
guide it, in the end, it was pushed into the untenable
position of advocating police action against its own
youth. TWO had become a part of the problem. ...

Most blacks in this country want to stay here and want
to participate in the social order as equals with full
preservation of their ethnic differences. Thus black
power is a me axis to an end - inclusion . . . .
So black power was dysfunctional for this community as
it was for its originator (Adam Clayton Powell) in whom
more black power was invested than in any other person
at that time. The black community has yet to J-^gro how
to use black power to gain community control.
one
The goal of inclusion is as necessary to all groups as it is to any

group, as is also the goal of identity.

As has been urged here, research

Education for an
128 Barbara A. Sizemore, "Community Power and Education,"
Development,
Curriculum
and
Supervision
Open Society , Association for
1974, pp. 133-135.
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repeatedly shows that the practice of exclusion by intent or by negligence
has negative and sometimes disastrous consequences.

One feels in the fore-

going the author's warning about seeking the goal of inclusion by exclusionary means.

The goal of inclusion is incompatible with the pursuit of power

for one group, however deep and devastating the injustices which give rise
to the effort.

Those who adopt adversary methods as major strategy tend to

defeat themselves, by a combination of mistaking their real interests in

fascination by a more glittering objective, by tiring their allies, and by
leading others to combine against them.

Crying out against the injustices was and is wholly just and necessary.
To build partnerships sometimes takes the courage of a Rosa Parks, who did

not confront so much as she raised a fundamental question and presumed to
behave in equality.

Referring again to the statement, power generates from

the controlled, Mrs, Parks withheld power.

It takes both courage and learn-

ing to behave as an equal, whether one previously felt a little more equal,
or less than equal.

The trust inherent in partnerships is based in large

part on willingness to raise fundamental issues, of concern to more than

one individual or group, and a continuing insistence on basic objectives.
policy
It is a significant difference between the policy of conflict and the
of an open partnership, however, that whereas a policy of conflict tends to

immediate action, a policy of partnership raises the issues but takes time
to enable people to reach understanding.

Even in the most outrageous situ-

to bring
ations the human element must be recognized, and measures taken

people involved into contact.
suggested in
One of the most active "change agents" of the 'sixties

1971 tnat he had learned this "the hard way:"
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I had a certain concept of reform - say like team

teaching or educational technology, and I would go
into a school system and try and manipulate the situation so it would come out my way. Now I feel this
is a wrong strategy to use<> We must stop pushing
people around even though it is done inadvertently .
even though it is being done in the name of reform .
It never worked in the oast, and I fear it will never
work in the future, because the strategy was wrong .
It is human nature to respond to "pushing around" with resistance, in

many cases with counter-action; at the very least the walls start to rise*
More documented incidents and situations than can be related here show the
real damage to education in the "walling off" of one group from another, and
the beneficent effects on learning of opening one group to another.

The

recently published research in a group hf eight California schools, previously
referred to, showed that poor communication between one school and its commun-

ity to the degree that the community lost confidence in the school because
of an assumed difference in values concurred with inability of the school to

resolve serious educational problems; research showed that teachers and
parents actually held very similar values, but because of lack of communica-

tion both groups thought there were serious differences which were left unresolved.

In other schools of the group, values did differ markedly, but open

and friendly communication concurred with healthy educational growth.

The

same research project also found that when principals of the eight schools
were assessed by their teachers, the qualities which support collaboration
and expectatolerance of uncertainty and freedom, and the concern for needs

with school
tions of colleagues - were also the qualities which concurred

effectiveness when initiative for leadership was added.

130

of the National Consor129 Mario Eantini, from speech at Wingspread Conference
Changing Schools. No. 002
November
1971,
8,
tium on Educational Alternatives,
130 Williams et al., op. cit.
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The differences in perspective between community and school are too

marked and too significant for school policy to be determined within an
arbitrary boundary.

The school board, legally vested with policy-making

responsibility, is elected by the community but does not necessarily under-

stand or represent all its multiplicity of interests and views.

Acquiescence

and apathy are no better than a latent hostility for a healthy school system;

factions arise too easily in the vacuum of an apathetic situation and can
be devastating to normal growth.

The kind of education which takes place in

school is likely to be reflected from the kind of relationships the adults
in school and community have with one another.
For instance, the New York State Office of Education Performance Review

released a study of two elementary schools in New York City, both largely
black and Hispanic in enrollment, with more than 90 percent eligible for
free lunches, and with heavily white staffs.

In one school over half of the

pupils were reading at or above grade level on state standards, and in the

other only 10 percent.
In the more successful school there was "a collaborative relationship between parents, pupils, and staff,”
the report noted. The other school was “characterized
by divisiveness, disorder and disillusionment" and the
school's staff generally attributed childrgjs reading
problems to factors beyond their control.

developing
Both school administration and community have a high stake in

mutual respect:

the
for professional people to accept in their hearts that

nominally the deep conschool is not a professional preserve, is more than
is actually essential
cern of the community, and that the help of the community

131 New York Times ,

April 4, 1974

115

to educational growth* for concerned parents to overcome diffidence and dis-

trust, and to accept school faculty and administration as sincerely interested

in their children; for nonparent citizens to understand the fundamental stake

of society in education for self-renewal , and to accept the need for their

own participation; for all of these to accept the student as partner,.
The actual mechanism that is used on any given occasion for any given

purpose can be any one of several vehicles described here, or others undes-

cribed or yet uninvented, provided it is organized for open membership and
the collaborative process.

It takes time to achieve some common vocabulary

and a common understanding of what is said, but in the process of dialogue
this does occur,.

Lay and professional members of a group can learn to accept

one another as colleagues with different roles and varied expertise, with

similar goals.
The question, Vlhat is community? comes to be answered;

concerned

All who are
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CHAPTER VII
TO 3UGIN A PARTI.1&3HIP:

CONCLUSIONS AND faXOl'IHENDAlION'S

A partnership is a dynamic, never a static, relationship.

It is devel-

opmental; given appropriate concern and activity on the part of its members,

it virtually takes on a life of its own •

very simply:

As was said earlier, it can begin

with the gathering of a few people to discuss a common concern,

who then reach out to include others; with the request to an administrator

about a problem, "Can we talk about it?"

Or, it can begin with an adminis-

trator's question, "What do you think about this?

Let's talk about it."

One begins, perhaps, with the recognition that administrators, teachers,
students, parents, and other community members all have a stake in their

schools and best decide together what education programs shall serve their
community.

Of the several distinguishing characteristics of the open part-

nership, open membership is primary.

The partnership is an educative pro-

cess, through interaction, through gaining and sharing of new knowledge, and

through the effort involved in finding solutions to common problems; inevit-

ably all members will have changed as individuals by the time decision is
arrived at.

Since change in institutions depends on change in individuals,

it is important that all who will be affected by the decisions involved have

opportunity to share in making them, if change is to be effective.

If there

is any question about a membership policy, the test is, Does it result in

inclusion , not exclusion?
in memEoual membership is a characteristic which grows out of openness

bership and agenda.

While there is a conscious intent to listen and pay res-

to appreciate
pect to all views, it is in the process itself that people come
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eacn Owner s dif . ercnt pors_ octaves and iaioulcdge.

—v

Thu3 equal mcmbcrsliio is

und produces a climate of trust that 13 characteristic

1

collaboration,

of*

successful

dne migh* add tnat while it is only just to involve individ—

uals in the decisions which affect their lives, the corollary enhancement of

self-esteem also affects the quality of their lives, and thus their social
behavior.

Members of the c^oup learn a common concern for each other's social

and human needs for understanding and mutual cooperation.

Every group comprises many talents, and an outstanding characteristic
of partnership is multiple leadership .

132

In an open situation people can

be counted on to take a lead in the discussion or the fact-finding or analysis

in different ways at different times.

Ho official leader or convenor need

feel obligated to provide direction or information, or even group support, as

solely his responsibility; all these tasks are shared, and the efforts of
the group are thereby multiplied.
It is important that all agenda be open, that every member feel able to

raise his own concerns in the matter to be listened to objectively and become

part of the total assessment.

member for the outcome.

Only thus can commitment be expected of each

Given the feeling of commitment among one's colleagues,

confidence in the sharing of responsibility follows.
In the end, every partnership must be tested by the reality of shared

decision-making.

Every collaboration may be said to be in the process of

•'becoming;" that is, it is developmental.

Nevertheless, for such objectives

steps leading to
as are undertaken, all the ground work, all the successive

final decision should be broadly and fully shares,

as collaborator.

total educational program,
the agenda may broaden, and eventually include the

including curricular, fiscal, and stafling decisions.
132 cf. Appendix
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It cay give a useful perspective to respond to
questions sometimes raised

about deterrents to collaDoration.

Of all deterrents, the forcaost is proba-

bly the ban on disagreement which is the hallmark of hierarchy.

Teachers

cocmonly lose jobs, or preferment ii they are tenured, parents are
made
clearly unwelcome, and students become objects of hostility, if they are

heard to be critical of administrative arrangements.

Administrators who are

attracted by the partnership idea need to learn that benefits flow from a

protocol based on multiple contribution and tolerance of differing opinions.

Setting aside the position of control, which is somewhat tenuous in any case
in an open system, together with the line— of— command feeling of operation,
allows the development of colleagueship which is mutually supportive and far

more productive.
Second in this category may be the expectation of instant collaboration.
So many people feel that one meeting will serve the purpose.

Such a single

meeting is more likely to be frustrating in its outcomes, for it half opens
doors to an exchange of ideas which is never realized.

The members of the

meeting will not have fully expressed themselves nor heard their companions,
and if they have not heard one another they will not have explored their own

views nor dealt justly with either.
It is a common failing in education that a single exchange of views is

accepted as adequate where developmental collaboration is required to arrive
at lasting solutions.

Causes may lie in pressure of events for quick decis-

ions, but the outcome is all too frequently decisions that must be reconsid-

ered another time.

Yet the likelihood is that by a change of pace and a

different perspective the usual priorities may be reordered to allow for longrange considerations
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A third deterrent
Ihjr

ijnorar.ee

on

i3 the feeling of professionalism on the one
hand and
tr.e

other*

Some professional people dislike, or at

least snow restraint in, expressing their ac trial views in
a mixed neetinj,
and yet honest expression of all members is essential to a successful
collabthe writer s experience, one useful method to use during the

1^1

*

period of identifying areas of concern is to discuss '"druthers" - what could
be - rather than what is.

The framework of present rules in most schools is

inhibiting rather than encouraging to discussion of change, whereas "shaking
loose the dreams" encourages warmth and colleagueship and thus more open discussion.

A related deterrent to dialogue, especially in current matters, is sometimes the feeling that decisions should be made by the knowledgeable.

It may

be suggested that "knowledgeable" is a relative term; as Perrone pointed out

in regard to parents,
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nonprofessionals frequently have a "common sense"

grasp of educational matters.

Also, knowledgeability is enhanced by under-

standing the effect of decisions on others.

This is not always taken into

account, and in collaboration may well be the key to the viability of the fi-

nal decision.

It can best be taken into account through sharing the prepar-

atory discussions with those affected.

There is ‘also the additional benefit

that even the most knowledgeable can gain perspective from lay views of problems that affect both lay and professional groups, as well as the greater

understanding that any of us gains througn explaining of one's own views and
proposals.

Given the importance of both lay and professional views to tne

in their memoeroutcome of collaboration, there is every reason for equality
ship.

155 Perrone and Strandberg, op. cit.
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A fourth deterrent is the expectation that members come with cordon
coals
in addressing a co.nnon concern.

The price consideration is the common concern

- that is, the fact that all concerned in a given matter vail
be affected by
the final decision.

very different.

It may be that the values of those concerned vail be

In tins case clarification of values vail occupy discussion

until the values and interests specifically pertaining to the matter in hard
are distinguished from other differences in opinion which do not pertain.

For

instance, an illustration in an earlier chapter cited a tacit agreement that

"We'll try to get together because we both want what's good for kids."

It

may be that all people whose interests are involved in a matter are not
equally concerned with "what's good for kids."

Before the group can go for-

ward with what will serve students and their schools, the other interests
must be surfaced and respected.

For instance, in the advisory committee which produced the "Expanded
Curriculum Program" described in the first chapter, some members of the group
were chiefly concerned that students were not to be "downtown doing nothing."
This question was respected, discussed, and an agreement on it was reached

within the first two or three months of the meetings.

It is extremely impor-

tant that such action be taken, as hidden agenda inevitably disserves both

collaboration and the viability of final decisions.

A fifth question is whether all decisions must
ation.

be made through collabor-

Obviously there are many decisions which implement accrued policy de-

cisions or commitments previously taken, such as whetaer a storm warrants

closing the schools.

But decisions in 'which otuers wish to De involved, s^cn

volunas new curriculum, credit for off-campus activity, or status of parent
teers, should be shared by tnose concerned.
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As with cost human enterprises, collaboration prospers with the use of

certain basic sxills.

i’or

example, there is inevitably a wide difference in

vocaDuiary in almost any group, let alone in their assumptions about various
elements in the complex world of education, and techniques of value clarifi-

cation help groups to arrive at an understanding of one another's ideas with
les3 pain than is sometimes the case.

As they move into assessment of the

situation and consideration of alternatives these skills become even more important.

As with any skill, these are increased by practice.

Interested in-

dividuals or a group that is seeking to develop collaboration nay profit fron
use of a variety of exercises; examples of these may be found in the Appendix.
The process of finding a solution to a problem follows a fairly well de-

fined pattern, whether it is the main work of an ad hoc group working in collaboration, or the initial effort of a lasting partnership.

Care at certain

points may determine whether the group will encounter frustration and defeat
or arrive at a successful conclusion.

Given the initial open invitation, it is important to enable all members
to begin the first meeting with an opportunity to identify themselves and

their reasons for involvement.

The group proceeds to a canvassing of views

in an unhurried fashion in order to clarify the common purpose.

haste at this point can cripple the partnership.

Too much

In the canvassing there is

teaching,
an exDloration of goals, values, and assumptions aoout education,

learning, and curriculum.

There will be a clearing of different understandings

discovered in difierent
of meanings of the same words, and common meanings
vocabulary.

of the
Out of these discussions comes a tentative assessment

needs of the situation.
situation and perhaps a tentative agreement on the

Integration of the group has begun.
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At this point tne group considers who else should
be involved*
develop a plan to identify and involve others who may be
concerned*

They
One

met nod is to draw a chart of all who could be affected by
or could influence

implementation of the outcome, and see that invitations are
directed to these
individuals and groups*

They would logically include school board members

and administrators who are not already present; municipal officers,
the

business and religious co mmunities, social agencies, and many others may
be
affected.

In any case, a continuing open invitation is clearly established,

with the understanding that the group will reopen any discussion as desired
in order to integrate new membership into the developmental thinking.

Time

that may seem to be lost in this process is actually well spent in ensuring

agreements later.
The next stage is fact-finding, in which the total group should be involved.

Organization into task forces is useful, with parents, teachers,

students, and others in each group.

Thorough research on the problems in

hand helps to prevent premature and thus unsuccessful decisions.

Such ques-

tions may be explored as. To what extent is the school system meeting the

problem?

What is the school system doing to meet the concern?

other school systems doing or proposing to do?

What are

As the group receives infor-

mation from the task forces, they join in evaluating it for their needs, and
then turn to defining the central problem in the light of information now

before them.

This may be a "risk" period in terms of emotion and possible

confrontations, so that the collaboration skills of concern for other people's

interests and ingenuity in finding acceptable alternative statements are of
crucial value.
Once the problem is defined, the next task is to collect an array of
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possible alternative solutions*

defined need*

*»ot

These are screened against the originally

yet, however , are possible choices assessed in terms of

possible solutions, but rather in teres of acceptable elements which
nay bo

integrated into an acceptable solution*

Thi3 is another risk period during

which patience and collaborative skills are particularly needed.

The final

solution may be approached through a series of statements, in which each
agreement becomes the basis for new proposals, so that the final decision is

arrived at through a series of successive approximations.

It is in this time

that the long building of colleagueship and patient reality testing will

prove their value in the group's ability to arrive at recommendations or
other decisions acceptable to all members.

Now at last, when success has been attained, it is important that the
group not close off too quickly.
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There has been a significant emotional

investment which must be respected, for the mental health both of the group
and the community*

Plans should be made, perhaps for evaluation of the imple-

mentation, or for continuation on other concerns, or possibly simply a retrospect of the activity.

The accomplishment of satisfactory shared decision-

making not only epitomizes the partnership upon which the community has embarked; it is a benchmark to which people can return.

It is a tangible,

beneficent source of trust in the general climate.
The full group decision-making process will not be vised for all problems,
or on all occasions in which a recommendation is made, because some decisions

can be based on agreements previously arrived at and a knowledge of who is

concerned tnat is kept current,

but, the group gains immeasurable strength

the Promotion of Change
134 cf. Ralph G. Hirschouits, Snail Group Methods in
1971.
within Inter ger.cy Networks: Lerdersiiiu hodels , nineograpn, march 31 >
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from having learned these skills, and from knowledge of its ability to arrive
successfully at shared decisions.

With open membership and open agenda, the continuing partnership is
likely to be fluid in composition.

It serves

els

a means to bring together

all who are concerned at any point in the development of the educational

program for continued shared decision-making; various models of how this works
out in practice were described in the first chapter.

It can, like all human

organisms, have a life growth pattern of adolescence, maturity, and perhaps

post-maturity.

Or, with continuing openness, it can renew itself.

In these

terms the partnership serves as a catalyst for educational growth, and at
the same time as a strong support for those entrusted with legal responsi-

bility for schools - with the proviso that they never seek control, which is
destructive, but maintain the partnership with the openness which is the
source of its strength.

appendix
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Analysis of the Partnership Process

1.

Open invitation to meet on identified concern

2*

To set the climate, start from where we are:
Who are we?
Why are we here?

3*

Sharing views: clarification of purpose
Exploration of goals, values, and assumptions about education, teaching,
learning, curriculum
Clearing of definitions and vocabulary
Tentative assessment of situation and needs
Integration of the group begins.

4*

Who else should be here?
Develop a plan for identifying and involving others who may be concerned; analysis of possible influences in the area of interest may
help to identify others; all views should be involved in discussion.
Establish an open invitation and determine how it is to be implemented.
Plan for review and overlap of discussions for late entrants; emphasize importance of their participation.

5.

Pact-finding
Total group should be involved; task force organization is useful.
Thorough research about a problem helps to avoid premature solutions,
e.g. To what extent is school system meeting the concern?
What is the school system doing to meet the concern?
what are other school systems doing or proposing to do?
Evaluate information for accuracy, pertinence, credibility, newness,
availability.
Define problem in light of information: this is a risk point and
collaborative skills are important; e.g. continuing recognition
and concern for individuals; ingenuity in finding acceptable alternative statements.

6*

Assessment of possible solutions
Collect and screen alternatives against originally defined needs.
Reevaluate needs in light of subsequent information.
Identify elements of possible acceptable solutions for integration
into final solution; this is another risk point where patience and
collaborative skills are important.

7.

Final choices: here is where the long building of colleagueship and
value exploration should pay off in smooth decision-making.
.

8.

effort
Phase-out: important for emotional health after long sustained
Plans for follow-up and evaluation
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Motes
It is important not to hurry. Avoid letting pressures affect the process;
rather, let it develop organically. Recognition of all views will keep
it moving. Patience in helping people work through their problems «nd
questions will pay off in reasonable decision-making. Organize to meet
time pressures, without allowing such pressures to bring about premature
decision. That is, arrange a postponement of a time deadline, or take
a temporary measure, or a carefully limited measure, to avoid a final
decision until appropriate.

Tension
- is sometimes useful in maintaining search for agreement.
- sometimes needs reduction for the moment.
- should not be allowed to bury problems that may hinder final solution.
- can be reduced by substituting statement-writing for confrontation.
- may be developed by exploration of personal feelings; this is not useful, as it tends to develop lower rather than higher motivation, but
leaders must be aware of, respect, and deal with individual feelings.
- should not be allowed to create pressure for premature decisions.
Decisions are accomplished step by step:
- Points to be resolved are distinguished and taken in order, as that
order is seen at any given point in the time sequence.
- Proposals are superimposed on previous agreements or proposals, as
ideas and agreements grow in successive approximations of decision.
_ Reality testing against previous or known disagreements is important for
subsequent acceptance of group decisions.
- Pinal decision should be acceptable to all members as fully explored
and most satisfactory of possible solutions.
- Unwillingness to come to action decision sometimes occurs: check for
variety of interests represented; mixed group is best preventive of
inaction.

Action Planning in Different Vocabularies

1.
2.
3.
4.
5.

Problem identification
Analysis
Brainstorming solutions
Designing concrete plans
Trying out

1.
2.
3.
4.
5.
6.

7.
8*
1.

2.
3.

What?
So what?
Now what?

Problem solving
Diagnosis
Generation of alternatives
Selection
Action plann ing
Taking action
Evaluation
Follow-up
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What Do We All Think?

Clarification of goals and assumptions is a natural and essential step
early in the development of a partnership.

It is not required that people

agree in all their values , but that when ideas are discussed the members of
a group understand each other.

People frequently assign different meaningB

to the same word, and think of the same concept in terms of different im-

plications*

Words which are commonplace to one person may carry strong

emotional implications to another*

Common goals can be arrived at when the

members find acceptable words and phrases on whose meaning they can agree
to express the common interest*

The process in which such agreements are arrived at is also an exploration of ideas, in which people gain a better understanding of the problem
they are concerned with; at the same time they get to know each other with

understanding and respect*

Agree-disagree statements are useful in introducing values clarification,
and in taking a discussion quickly into some depth*

Some examples that have

the folproved useful to lay, professional, and mixed groups are offered in

lowing pages.

Leaders or groups could also write their agree-disagree state-

ments around the problems in hand*
is a useful
Rewriting the statement in terms on which a group can agree

exercise for later steps in decision-making*
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Agree—disagree Statements on School

and.

Commun ty
-

*

The task is to agree or disagree with each statement, as a group. If the
group cannot reach agreement or disagreement, the wording in any statement
may be changed enough to allow agreement.

Key:

(

1.

)

"A" if you agree

—

"B" if you disagree

Schools are generally becoming more open to the community,
but community pressures have almost invariably forced school

doors open.
(

)

2.

Those who would change education have to reckon with what the
public thinks are the goals of education.

(

)

3.

Teachers are authority figures representing management rather
than advocates for the student.

(

)

4.

Parents and teachers have separate concerns and must avoid
possible conflict.

(

)

5.

School-community groups must avoid questions of special interest

in order to arrive at viable solutions.
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Arree-disagree Statements on School Governance

The task is to agree or disagree with each statement, as a group. If you
cannot reach agreement or disagreement, you may change the wording in any
statement enough to allow agreement.

Keys

(

)

1.

'‘A

M

if you agree

—

"B" if you disagree

School committees cannot share responsibilities for which

decision is legally theirs.
(

)

2.

Alternative institutions offer no threat to existing institutions.

(

)

3.

Staff-community conflicts are mirrored in student behavior.

(

)

4.

School staff can support and strengthen family roles in the

education and development of their students.
(

)

5.

Relationships between administrators and parents can improve
the position of teachers in a more democratic setting.

(

)

6.

ihscal support of schools depends largely on collective public
confidence.

(

)

6.

School operation is inhibited as much by fears of what the

community will say as it is by actual disapproval.
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Agree-disagree Statements About Partnerships

The task is to agree or disagree with each statement, as a group. If the
group cannot reach agreement or disagreement, the wording in any statement
may he changed enough to allow agreement.

Key:

(

1.

)

"A" if you agree •—

M

B" if you disagree

The board of education must assume leadership in any plan to

involve citizens at the local level in educational planning.
(

2.

)

Initiative for programs in community/school partnerships must be

in the hands of a nonprofessional community member.
3.

)

(

One test of real community involvement is the degree of control

community has over curriculum.
4.

)

(

Teachers must have a final approval of programs developed by
school and community groups.

(

)

5.

Bilingual programs should be instituted even though the population of those speaking the second language is very small in a
school.

(

)

6.

Representatives of industry, city government, health, and higher
establishing a
education should be Selected by the principal in

partnership arrangement.
(

)

7.

begin the process of a
An advisory board to the school board can

partnership.

(

)

8,

parents as teachResults of real partnership arrangements are (a)
businesses; (c) teacherer aides; (b) student visits to local

parent conferences.
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School-Community Collaboration Rolea

Make individual choices first - then discuss as a group.
agreements and points at issue.

1.

Identify both

School-community partnership groups
a) must serve established school goals
b) can develop new goals

c) can explore new educational ground

d) should be limited to accepted interests

2.

School boards fulfill their legal responsibilities
a) by controlling decisions on all substantive issues
b) by deciding only broad policy issues
c) by reviewing for policy approval decisions taken at other levels;
e.g. by principals, teachers, etc.

d) by accepting recommendations of broadly representative school-commun-

ity groups

3*

Superintendents
a) are responsible for fulfilling school board policies
b) are responsible for separating policy issues from administrative issues
c) should protect school administration prerogatives if, for instance,

actions of principals differ with views of school board members
d) should take leadership in school-community collaboration
e) may use collaboration to address own problems
f) should allow school-community groups to develop varying leadership

of ad hoc interest groups
g) should accept/guard against development
h) are wise/unwise in making open invitations for expression of

individual interests
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4.

Teachers
a) are wholly responsible for classroom curriculum
b) can profitably discuss curriculum with each other/parents
c) share responsibility for curriculum with administration/school board/

community
d) can utilize school-community collaboration to develop/improve curriculum

5.

Collaboration
a) can exist within the school community; e.g. between board and superintendent, administration and teachers, etc.

b) can have little/significant effect on school support/curriculum
c) must be based on legal or quasi-legal authorization

d) can be developed on an ad hoc basis; i.e. any concern of any group

6.

Collaboration begins
a) with people of like interests
b) with willingness to share other people's concerns

c) with interest in finding people with like concerns
d) with a felt need about the school
e) with willingness of people with different interests to talk together

f) when mutual respect and trust are established

7.

Collaboration requires

(rank your choices)

community people,
a) voluntary/directed participation of school people,

and students
b) organization

c) equal willingness to contribute
d) surfacing of individual interests
e) honest exchange of views

f) willingness to contirue discussions
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g) skills in listening, compromise, consensus

h) sense of reality
i) willingness to act
*

{

j) respect between members

8,

Collaboration is successful when

(rank your choices)

a) outcome meets initial expectations
b) school people and community people have learned to talk with each

other
c) community support of schools is increased
d) the level of trust is significantly raised
e) participants feel education is improved

4
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Helping Behaviors

Group behaviors may be defined in terms of a continuing path from
behaviors
that destroy a group to those that build a group* Desirable
behaviors will
be clustered heavily to the right side of the page.

Destroying Behaviors

Indoctrinate

Build yourself

Work for change for
the sake of change

Interfere with
decision-making

Take public credit
for unit success

Building Behaviors

Assist

Build others

Work to improve
present practice

Facilitate
decision-making

Increase sense of
accomplishment on part
of all group members

Depreciate the position
of leadership

Exhibit appreciation of
challenges faced by unit
leadership

Block communications with
killer phrases, loaded
openings, etc.

Facilitate two-way communication by listening,
feedback, skilfull
questioning

ADAPTA
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Groui>-Decision Instructions

Consensus is a decision process for making full use of available
resources and for resolving conflicts creatively. (Consensus is difficult
to reach, so not every ranking will meet with everyone's complete approval.)
Complete unanimity is not the goal - it is rarely achieved. But each individual should be able to accept the group rankings on the basis of logic
and feasibility. When all members feel this way, you have reached consensus
as defined here, and the judgement may be entered as a group decision. This
means, in effect, that a single person can block the group if he thinks it
necessary; at the same time, he should use this option in the best sense of
reciprocity. Here are some guidelines to use in achieving consensus.
1.

Avoid arguing for your own rankings (proposals). Present your
position as lucidly and logically as possible, but listen to
the other members' reactions and consider these carefully
before you press your point.

2.

Do not assume that someone must win and someone must lose
when discussion reaches a stalemate. Instead, look for the
next most acceptable alternative for all parties.

5.

Do not change your mind simply to avoid conflict and to reach
agreement and harmony. When agreement seems to come too
quickly and easily, be suspicious. Explore the reasons and
be sure everyone accepts the solution for basically similar
or complementary reasons. Yield only to positions that have
objective and logically sound foundations.

4.

5.

ADAPTA

Avoid conflict-reducing techniques such as majority vote,
averages, coin-flips, and bargaining. When a dissenting
member finally agrees, don't feel that he must be rewarded
by having his own way on some later point.
Differences of opinion are natural and expected. Seek them
out and try to involve everyone in the decision process.
Disagreements can help the group's decision because with a
greater
wide range of information and opinions, there is a
solutions.
chance that the group will hit upon more adequate
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Group Roles

1.

Group
Building
and
Maintenance
Roles

Supports . encourages - attempts to offer warmth And support so that others will feel free to contribute; indicates understanding and acceptance of other points of
view, ideas, and suggestions*

2* Reduces tension - attempts to reduce tension, when reduction needed, by humor or by steering conversation to

safe ground,

- When his own idea or status is involved
in a conflict offering a compromise which yields status;
admitting error; modifying in interest of group cohesion.

3* Compromising

4* Initiates - introduces new ideas or procedures:
to get movement started toward a goal.

tries

5* Facilitates introduction of needed information - tries

to communicate needed information; expresses and asks
for opinions; reacts to suggestions by others*

Task
Roles

6. Reality testing - making a critical analysis of an idea;
testing an idea against some data; trying to see if the

idea would work.
7. Clarifies issues - shows, or clarifies, the relations

Among various ideas and suggestions and how they relate
to the task*
8. Elaborates - spells out suggestions in terms of examples
ot develops meanings; expands and adds to ideas.

Summarizing — Pulling together related ideas; restating
suggestions; offering a decision or conclusion for group
to consider.
or superior10. nnm-infit.es group - tries to assert authority

ity by manipulating other persons.

NonFunctional
Roles

details; oveav
11 . Nitpicks - tends to magnify insignificant
to minor
attention
looks significant aspects because of
details*
12.

hostility - tries to deflate the status of
acts,
others by expressing disapproval of their values,
or feelings*

Tfrrp-rftaaes
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Fishbowl

This is a simple exercise to increase individual awareness of skills
in discussion*

1*

Optimum units for the exercise are 8 to 12 persons*

Using agree—disagree statements or other subject matter, one group
engages in discussion for a short period, perhaps 15 to 20 minutes*

A partner group observes*

By counting off before the discussion begins,

each member of the partner group observes his opposite number in the
discussion; i.e* number one in the partner group observes number one

of the discussion group, using the observation guide which is among
the following pages*

2*

At the end of this period, observers fill out their rating sheets, and

discussants are given two other sheets for self-rating*

(Duplicating

these on paper of different colors facilitates their use.)

3*

Each set of partners, discussant and observer, compare their ratings
and exchange observations*

4*

renumber so
The groups reverse their roles and repeat the process, but
that the observation is not reciprocal*
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Observation Guide

Your task is to listen to and watch the group interact. Here
are some
of the questions you will probably want to keep in m-inri as you
observe:

Participation

Did all participate? Were some excluded? Was an effort
made to draw people out? Did a few dominate? Did anyone
withdraw?

Leadership

Did a leader, as such, emerge or was leadership shared?
Was the group ever void of leadership? If so, what
happened? Did a leadership struggle exist?

Holes

Who initiated ideas? Were they supported and by whom?
Did anyone block? Who helped push for decisions? When
ideas and suggestions were presented to the group, were
they immediately evaluated, explored further, or dropped?
Who helped to establish and maintain good working relationships among the members of the group?

Decision-making

Did the group get a lot of ideas suggested before
beginning to decide, or did it begin deciding on only
a single idea? Did everyone agree to the decisions made?
Who helped influence decisions of others? Were attempts
made to summarize and pull together various ideas? What
issues did the group seem to resolve? Not resolve?

Communication

Did people feel free to talk? Was there any interrupting
or cutting people off? Did people listen to others? Was
there clarification of points made? Who did people look
at when they talked: single out others, scan the group,
or no one?

Sensitivity

Were members sensitive to the needs and concerns of each
other? What feelings did you see being expressed either
verbally or non-verbally?

Openness

Were people frank and open with each other? Did they
share with the group their true feelings and concerns?
Were differences confronted openly and honestly?

ADAPTA
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Observer

Task Rating Sheet

Please check the rating under each question that best
describes your reactions:

1*

Were different views listened to:

They were completely discussed, examined, evaluated,
considered, in an effort to gain consensus.
b. Used more than disregarded
c. Disregarded more than used
d. They were completely disregarded - disallowed - or rejected

a.

2*

Did members appear to feel free to express their true feelings?
a. Completely free and expressive, open and above-board
b. Somewhat open
c. Slightly more open than closed

d. Slightly more closed than open
e. Somewhat closed
f. Completely under wraps, closed and hidden

3*

How do you assess the group?
a. A poor group
b. Not a very good group

4.

c.

A fairly good group

d.

A very good group

Check the word that best describes the climate while the group
was working:
a. Cooperative
b. Tense
c. Work-oriented
d. Comfortable

e* Member-oriented
f. Competitive

ADAPTA
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Observer Rating Pair Partner

Rating Your Pair Partner on Hia Leadership Style

1*

How clear did you perceive your pair partner in hia membership role in
the group?

1

3

2

Completely
confused

4

6

5

Clear on some things
Confused about others

Completely
Clear

How completely did he appear to share his ideas in the group meeting?

1

2

3

4

Did not
share any

6

5

Shared some ideas

Appeared to share
every idea that
he had

How much did he appear to influence the decisions in his group?

1

2

Not at all

4.

4
3
Tried to influence
half of the time

How free did he appear in expressing his true feelings?

A

2

i

2

5

-

-f

Appeared
very free

Somewhat

Not free

5*

6
5
Appeared to try
to influence
all the time

How well did he appear to listen to others in the group?

1

Not well

ADAPTA
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i
Somewhat

£

2
Very well
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Participant

Task Rating Sheet

Please check the rating under each question that best describes your reactions

1*
2.

How satisfied are you with the
product or work of your group?
a. Quite

dissatisfied

b. Somewhat dissatisfied
c, Fairly satisfied
d. Quite satisfied
3.

How responsible do you feel for
the product or work of your group?
4,

a* Little or no responsibility
b. A little responsible
c.

Fairly responsible

d. Quite responsible

How do you assess the group?
a. A poor group
b. Not a very good group
c. A fairly good group

d.

A very good group

Check the word that best describes
the climate while the group was working,
Cooperative
Tense
Work-oriented
Comfortable
Member-oriented
Competitive

ADAPTA
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Participant Self-Rating

Hating Myself on Style of Leadership

How clear was I about my membership role in the group?

1

2

3
4
Clear on some things
confused about others

Completely
confused

6

5

Completely
clear

How completely did I share my ideas in the group meeting?

1
Did not
share any

2

4

3

Half of my ideas

5

6

Completely shared
every idea that
occurred to me

How much did I try to influence the decisions in my group?

1

4,

5

6

Tried to
influence
every
decision

Tried to influence
half of the time

How free did I feel to express my true feelings?

1

2

4

2

5

Very free

Somewhat

Not free

5.

4

3

2

Not at all

How well did I listen to others in the group?

l

Not well

ADAPTA
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2
Somewhat

1

6

Very well
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Needs and Priori tiea

A-need is the gap between what is and what ought to be

Setting priorities

Long-range

oan

i'iateo

Practicality
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Did You Hear What He Said?

This exercise is three rounds of a triad.
of three.

Members work in clusters

For the first round A is the Teller, B the Listener, and C the

Observer.

The Teller, for a designated length of time, will attempt to communicate his ideas, opinions, feelings, problems, or whatever, to the Listener.

The Listener will listen as skilfully as he can.

He will try to help

the Teller clarify his thoughts, feelings, etc. so they can be clearly

understood.

He may ask questions, paraphrase, restate, summarize, etc.

The Observer does not participate in the discussion, but observes and

takes notes on the process.

When time is called he reports to the other two

what they did and how they did it.

He watches the Teller to see if he is

letting the Listener know if there are ways he would like to be helped, and
if he has let the Listener know when, he has done something helpful, or

when the Listener is not really understanding accurately.

He watches the

Listener to see if he is asking the Teller to be more specific, whether he
is giving accurate feedback, whether he is asking the Teller to work out

for himself what he is trying to say, or putting words into the Teller's
mouth.

he,
Is he arguing, solving his problems for him, or telling him how

the Listener, feels?
the
For the second round B becomes the Teller, C the Listener, and A

Observer.
B the
For the third round C becomes the Teller, A the Listener, and

Observer.
G. Sylvestro
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LEADERSHIP STYLE QUESTIONNAIRE

This is not a test with any right or wrong answers. It is a questionnaire designed to describe some of your attitudes about leadership.

Below are 10 statements of situations. After each statement are three
possible attitudes or actions you might take. Place a number "3“ beside the
position you would most likely take, a "2" beside the one you would next
likely take, and a "1" beside the one you would least likely take.
1.

For each question, you should have three answers, a "3 M for your preferred attitude or action, a ”2" for your second choice, and a "1" for your
least likely choice.
Begin when you're sure the instructions are clear.

In leading a meeting, it is important to*

Keep focused on the agenda at hand

(l)

Focus on each individual s feeling and help people
express their emotional reactions to the issue

(2)

Focus on the differing positions people take and how
they deal with each other

(3)

'

2.

A primary objective of a leader is:
Maintaining an organizational climate in which learning
and accomplishment can take place

•*...

(4)

The efficient operation of his organization

(5)

To help members of the organization find themselves
and be more aware of who they are

3.

(6 )

Nhen strong disagreement occurs between a group member and
yourself about work to be done, you would:

Listen to the person and try to uncover where he might
have misunderstood the task

.....

way
Try to get other people to express their views as a
issue
the
of involving them in

(

8)

Support the person for raising his question or
disagreement

(

9)

In evaluating a group member's performance, the leader should:

Involve the entire group both in setting goals and in
evaluating one another's performance

(lO)

Try to make an objective assessment of each person's
accomplishments and effectiveness

(ll)

Allow each person to be involved in determining his
own goals and performance standards

(l2)

When two group members get into an argument it is best to:
Help them deal with their feelings as a means of
solving the argument

ire-

Encourage other members to respond to the argument and
try to help resolve it

( 13 )

(14)

Allow some time for expression of both sides, but keep
in focus the relevant subject matter and the task at hand(l5)

The best way to motivate someone who is not performing
up to his ability is to:

Point out to him the importance of the job to be done
and his role in it

Try to get to know him better so you can understand why
(17)
he is not realizing his potential

Show him how his lack of motivation is adversely
affecting other people

(18)

performance
The most important element in judging a person's
is:

His technical skills and ability

(19)

others
How he gets along with his peers and how he helps
( 20 )
learn and get work done

.eeee

set for
His success in meeting the goals which he has
*
himself

( 21 )

8.

In dealing with minority group issues, a leader should:

Deal with such issues as they threaten to disturb
the atmosphere of his group

(22)

Be sure that all group members understand the history
of racial and ethnic minorities in this country and
the community

(23)

Help each person achieve an understanding of his own
attitude toward people of other races and cultures .

9*

10.

A leader's goal should be

.

.

(24)

to:

Make sure that all of his group members have a solid
foundation of knowledge and skills that will help them
become effective, productive people

(25)

Help people learn to work effectively in groups,
to use the resources of the group, and to understand
their relationships with one another as people

(26)

Help each person become responsible for his own education and effectiveness and take the first step toward
realizing his potential as a person

(27)

The trouble with leadership responsibilities is:

They make it difficult to cover adequately all the
details that must be attended to

(28)

They keep a leader from really getting to know her/his
group members as individuals

(29)

They make it hard for a leader to keep in touch with
the climate and pulse of his group

(30

NTl/h'Nai B'Rith 1971
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LEADERSHIP STYLE SCQRTKfl
Note:

shew

Please do not read until you have answered the questions.

Instructions

Scoring Columns

1.

TRANSFER your answers to the
scoring columns, placing a 1,
2, or 3 beside each question
number.

2.

ADD UP your totals for each
column, fhe three totals
combined should equal 60 .

3*

MARK your score for each
dimension on the bar graph
below by drawing a line
across the bar. Fill in
each bar to the line.

TASK

INDIVIDUAL

(l 9 )

4.

BARS represent your LEADERSHIP PROFILE at this moment.

task

i

INDIVIDUAL

r

CLIMATE

r

:

i...:

10

(20)
(22)

TOTAL

TOTAL

( 25 )

i..

-

r
r

(21)
( 24 )
( 27 )

( 23 )

TOTAL

I

-r

15

1

~

CLIMATE

1

20

(30)

l:

:

\

7
"T
25

n

~

"

"

'
1

30

HOW TO INTERPRET YOUR LEADERSHIP PROFILE
Bars of similar length (2 or 3 point
variations) indicate you tend to balance your
concerns for TASK, FEELINGS, and CLIMATE as
appropriate.
The longest bar symbolizes your characteristic style in most situations. Probably
it's functional for you much of the time,
but may be overused. The shortest bar
indicates an area you may tend to overlook,
even when you might improve the situation
by greater emphasis there.

Assuming your profile squares with your
self-perception (and others' of you based
INDIVIDUAL
on feedback from them), you can increase
fastest
FEELINGS
most
and
effectiveness
your leadership
bars.
shorter
the
by
attending to issues symbolized

GROUP
CLIMATE
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